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T "PREFACE : , SR

The evaluation of the educational activities in which they are interested is a relatively novel idea for
national and international- -development. assistance agencies. Barely ten years ago the maJor probl‘em
) _was to encourage the extension of the w?arious components -of educational systems, whose main defect
. from the democratic, social and even economic point of view, seQmed to’ be th r insufficient develop-
‘ ment, It is true ‘that external aid continues t6 be accorded- today, as it was esterday, tor countries
which ask for 1t and for obJectives which they lay down with - '-omplete auto omy, but a dialogue has
‘none the less been started between the receiving countries and the donor gencies with a view to the
. better formulatxon of priorities in the choice .of projects to be financed r sectors to be developed -
'priorities which are 1ncreas1ngly bound up with new educational pohcit/ .,
) ‘ In view of the volume of national and external financial reso *ces ihvolved, and their rela-
tive limits m relation to the needs, this dialogue 1ncreasing1y tends }owards maxlmising the eff ects
. of such aid and of the educational-policy in -which it is integrated with a view to the economic, social,
. democratic and other development of the country concerned this search for effectiveness leads to
the attempt to establish criteria, procedures and techniques designed ‘to assess the value of the
priority targets set, "the adequacy of the means deployed to achieve them, and the qu'ality of the

-

results. < . e

L N ‘o

1 . .
i : . R

An 'evaluation component' therefor® tends to.be introduced into all programmes and projects

and, even-beyond that, into educationaL»'policies themselves., Is this really a novel feature? .

The idea of evaluation, howe,ver novel it may seem, has always been present, under other
names, in the organisation of educatfonal systems. Every, teacher and every institutionalised
educational system has always sought to measure the results of the process of apprenticeship in

which the.pupils are engaged; daily marks, monthly essays, terminal examinations and even inspec-

Vd
tion systems have always been, among other things, checks on the 'internal efficiency' of educational

systems, Similarly, through the formulation and progressive elaboration of curricula, educational
administrators huve always sought no doubt by an-empirical approach, to meet the educational

A needs of man considered both as an individual and as a member of the contemporary social body -

/
or of.a social groupy ‘ .
L]

y .

, : . “ ww
. t ) o 4

PTEN
»
-



hY

Preface _ & ‘ ) . . a

’ Does the concept of evaluatxon, as currently applied today, differ fundamentally from the

effort which all educational systems have always made, in.more traditional forms, to assess the
value of their aims and their results? A too pos1t1ve -answer does not strike us as appropriate. It
is, however, certain that the approach to'these questions has been.singularly modilied and enlarged,
part]y owing to progress in the techniques used and partly owing to a greater recogmtmn of the .
social .and economic implications of the development of educational syscéms. ‘What used+o be merely
_ @ routine operation of supervision and progressive adaptation of the system-has become, in many
. respects, the medium for a re-’praisal of its- aims and organisation.
e It wouldl of course, be highly presumptuous to think thatin doing this the second half of.the
twentieth century is making ‘a total innovation, Many coiintTies in other ages, often on the occasion
of a polit1cal or social revolution, have had to face a renewal df.their educational system as sweep-
ing as any Wthh can be envisaged today, but whats s'tmklng at present- is the generalisation of this
state of affairs both in the 1ndustr1a11sed countries and in- the developing countries, ‘
In the industrialised countries, the progressive e‘stablishment of universal primary schooling.
¢ during the nineteenth century, and the subsequent development of secondary and higner education,
responded to generous and liberating aspirations.as much as td economic needs, and the whole con-
struction of the school system was identified with democratic and social idéals. And now suddenly
the school which only yesterday was still regarded as the dispenser of all benefits and the obJect
™ of universal respect finds itself, like many other institutions, to.some extent de sanctified, The
traditional attitude of asking "What is good for the school? is 1ncreasing1y yielding place to another
question, namely,' What is the good of the school? '’ Natural_ly, this new attitude.is bound up with
political, social or economic factors specific to the .different countries, ard the problem nowhere
‘arises in Quite the same t‘erms‘:. o ‘ * Coee U0 .
To some of the factors of challenge already known in the industrialised countres there are
added, in:the so-called 'developing countries, specific factors which are even more acute,
Enthusiasm for the school as an instrument of hberation and human advancement of economic
and social progress, has not really waned, but we are faced wich a two-fold dif.1culty, in the first |
) place, resources are lacking for the rapid construction of the Jesired school structure, and in the
‘second place, existing educational systems are increasingly reéarded, rightly or wrongly, as in-
efficient and ill-adjusted to the solution of §ocial and economic problems as they arise in manye
countries. Hence this search for new educational policies, new strategies based on a better choice.
of priorities, innovations in teaching, better use of existing facilities, and so forth. .
/ As has been sa1d a continulng process of asgessment of the value of objectives, means and
results is an essent1al condition ‘of the rationalisation of educational systems in the developmg
countries, In theory this process should already be integrat@?ﬁfcﬁhe formulation and exeoution of
educational plans, where they exist, \i practice, even under the best conditions, the situation in thig

respect still remains very imperfect. \
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The Seminar organised in May- June 1972 by- the International Institute, with the support of

B

SIDA, was not designed to offer partics\pants ready-made novel solutions affecting the different levels, *

forms and stages of the evaluation procegs, More modestly, the Institute sought to conf.ne itself,

on.the basis of certain concrete case studies, to sensitising, if need be, the interest of the participants '

m the various possible or desirable aspects o\f evaluation and, above all, to encouraging a wide ex- - p |

change of views on the implications of experience already acquired The Seminar Report, excellently

. drafted by Mr, Jacques Proust, sums up this week of discussions, dur1ng wh1ch it is hardly necessary '

to say that unanimity was not attained on a11 pomts, so\widely do the degrees of acceptance of th1s

concept of* eva1uation still differ. B \\\ ) o
The general conclusion which emerges is nevertheless very clear, a11 the international or ) :

national aid agencies represented at the sem1nar and all the national experts invited in their personal

capacity are conscious of the need to m}prove existing ev\uation procedures, some of wh1ch hardly

-

rise above a simple material verification of the exec"htion of Qro;ects. All the part1cipants are i

conscious, also,- of the poht1ca1 and techn1ca1 difficulties and of the cost of the effort wh1ch needs tOs

- .be made, Itis, of course, proper for each of them to develop 1ts own action, but the general 1nteresl
demands that the.exchange of exper1ence, Jaunched particularly on the occasion of this meeting,

should be actively pursted in future. It was- suggested that the IIEP (in v1ew of its 1nterriationa1 )

posmon and its statutory function, should take the lead in this field. R , ' )

The International Institute Will»certainly act accord1ng1y, W1thm the limits of its means,* by

developing its own- experience in this field through the execution -of its: research programmes and-by’

systemat1ca11y continuing to organise meetings such as this seminar, dunng which {opics wh1ch have

’

%0 far- -only been touched upon can be successively stud1ed in depth, , ~\

Once again our thanks are due to the: SIDA wh1ch m/ls prov1ded us w1th the opportunity and

the meaps_to organise this Seminar and which has made an extremely 1mportant ;ntellectual contr1- | ©
“bution to the discussion; they are a1so due to afl the other participants whose written or ora1
(1st1c and, in the 1ast analysis fruitful, exchange of views..

contributions resuited in a frank, re7
' ' é

Raymond Poignant .
Director, lIEP o ’




[N X3
. ~ o . o .
R ’ CONTENTS. - ' ‘ . -
b, - . . ° ’ Page |
. Preface - : . 3 - v/vil -
. -~ byR. Poignaht " o
v " Repartof the Seminar . . i R 5
. ., by J.eProust R ) S
N - Seminar do’cumen'ts ) o
’ ’ . .
1., Possible criteria for eva.. mng educanon pohcxes ’ . 21
by R. Poignant =~ % . )
- with the-assistdnce of J. Hallak and J. Proust R v,
AY
¢ N 2. Towards the design of strategxes for evaluanng development 3L
. ] ’ agsistance’ A
: f . by A.R. MacKinnoh - oy
" 3. A systematic approach to goal ana'ly'sxs and evéluation of ¢ 35
-~ ‘ socio-economic effects (with spec1a1 reference to educational
- programmes) . S0
oL by G. Dahlgren g -
T “ . 4, The role of sector strategy and sector analysis in.the. planmng 51
- LT - - - of-Swedish- 1/nternat10na1 development assgistance:- o
. [ by, L O. Edstrdm ' .
5. An approach to external. eva1uatxon of training L ' 54
. ' v - by I. Ahman .-
e . '_ 6 Guidelinés for 1. B. R.D.!s education sector reviewz’s and b5
o o edueation'preﬂnvestment study programs
" 2 " by M, Hultm and C. van Dijk .
. , 1. Swedxsh crxter1a for programme and pro;|ect support 116
o, ' . ' by The‘Swedish International De\felopment Authdrity .
’ e . 8. Problems of evaluafion of umvers1ty development . 119 °
. " ——co=-operatibn projects___:'e .
: . u . by A ‘Kater and L, F B -Dubbeldam s N
. . ’ ) 9. The Esfahan work- orxemed adult hteracy pilot pr03ect : '1,27
o . a commentary on evaluation " . oo ‘
: o by J. Rydn , ' . R . .
. ® * 10, Planmng and introducmg the evaluation of the educational | 135 *
_ . '+ television service in the Ivory Coast D
Ca s, T .. by J.C. Pauvert o . '
a ' " 11., Statistical researoh on internal effxciency of school systems 14§
Ce : . by G. Carctles " . . - -

Lxstofpartlclpan;s ' . . t © et 153

¥
. , . . ]




T VNP - SR

) C e ) s

|
e AU REPORT OF THE SEMINAR - : oo e
. ¢ . . R . T e T |
' s - . - |
1o - ' )

& LL® A ! )
, : ‘

»
o -

- -by- J. Proust ‘. . !

fel

*

) The Seminar organised with the support of the Swedish Intemational Developinent Authority (SIDA) ‘ . |

N ‘\ was held at the International Institute for Educational Planning from Monday, 29 May.to Eriday,
2 June 1972. /

N -
. > c. ™
-

|
. The 14 aid:agencies (represented by 27 participants) and the 18 experts who attended the . ‘
Seminar discussed and exchanged views on.the px;oblems raised by the assessment of aid for educa- |
) tional projects, especially in.the developing countries. P . . : ", s
n The _proceedings took the form of a round table discussion and the present report is desxgned. .
oo summarize the debateé ’ o . e
. '\L"‘ In his introductory address, the Chairma\n, Mr. Raymond Poignant Director of the HEP
. recalled the- 1mportance which should be attached to questions of assessment He urged the need to
» extend the effort of assessment, both to the education policies in which the dispe"sed projects -or
programmes financed by the- agencies were integrated and .to those progects and programmes them -
selves. He suggested that the first step should be to ascertain what unprovements had been made in
methods of assessing the internal effectiveness of education systems, which always largely condi - n

trqned the validity of assessment work. The Chairman desired to make it clear from the outset that,

in assessxng pohcies there was no questiom of attempting to 3udge the educational assxstance policies

of the different agencies, but, more generally, the aim was to-assess the whole education pohcy in

-

o ) which external mu1t11atera1 or bilateral aid was integrated ¢

- -

» v
R “
" X . b

-

veoL ", The need for assessment ) - o »
‘ * Ata t1me when ''the world education crisis"_lj ‘has been under d1scussion for some years, it is

i
nafural to ask not only 'what ds good for the school? ", but.even more "what is the good of the- school"' .

/even if the criticisms 1eve11ed agamst educational institutions are not univer,sally valid. .

1/ Philip H, ~Coombs, 'The worxd education-crisis; a systems analysis',
,Nev{ York, London, Toront’ Oxford University Press,‘1968
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- In the developing countries which are of more special interest to the aid agencies repre-
0. " gented,. there certainly seems to bé flagrant maladjustment. Among the arguments put forward first ’
place is given to the continual Tige of - unit costs and the inability to extend schooling. From the point
of view of development the question must be asked whether expenditure on education can go on
. " increasing if it is desired to obtain the optimum allocation of resources. ) . M‘ R
This state of affairs means obtaining greater effectiveness at lower cost; that'is the whole '
_problem of assessment Unfortunately, this attitude fs not commonin Ministries of Education.
Furthermore, While it is agreed that, in general education systems are often too rigid and
can survive only by innovating, it is quite clear that each innovation must be introduced only with .
caution and its effectiveness as well as its cost Jmust be assessed as precisely as possible. The e
renovhtion of education systems will be feasible and real only if appropriate assessment met.hods '

) e - - ;

-*  are finalised P ‘ . ——— , R

S -

There can be no improvisation in the matter of education and.the many, experiments launched

" all over the world - such as educational television in the Ivory Coast v should be asséssed, A ‘feed-
back between obJectives and results, thanks to a process of assessment, would make it possible to _
adJust and, where necessary, to revise the obJectives. ° e .

The need for assessment being recognised the question is,” how to set abont/? :
It was suggested that different levels or degrees qf assessment should be distinguished

different forms and different moments in the process. . \

’

. The different levels.to bgconsidered might-be ; .

- an overall level : this is the general diagnpgis of the system, or, more ..
generally, the level of analysis of education.policy. Only assessment at
this level makes it possible to judge the choice of priorities and the general
results obtained . - . :

- an,operational level : this’is the assesbkment of programmes or projécts.
w07 . Y ' - M R

; The different forms. of agsessment R : ’ .

Throughout the seminar proccedings a slightly artificial, but useful distinction was drawn between
~— - the internal effectiveness and the external effectiveness of education systems. This, distinction ie .|

found in..ihe assessment of internal effectiveness which measures- perfor}nance in the light of the

system itself Traditional,ly, success in final examinatiox‘ls is the primarS' elemént if internal
assessment The later proceedings of the stminar indicated that a number of other elements are,
- or should be, now taken into accOunt in’assessing internal effectiveness,
< ) In his’ opening address, the Chairma.n asked 'what is the good of the school?' It does not ' .
seem possible to find {he answer swithout algo assessing the external effectiveness of the system. )
This assessment should be made from a number of different economic, social a,nd cultural pomts of

view... The aim should be to assess the quality of the output’ of the education system in the light . .

L .
L . ~ . .
» -, 13 . .
s . ] -
i- v L . ! h
Co . R . ) R
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i R of"the rieeds wnd ho ag of societ" and-of individuals themselves: Does.the value ‘added.to the indi- |

vidual by the system meet the expedtations of the indi*vidual and of soc‘ietj? Does ‘i,t lead to progress,

in the .direction either of economic of cuitural development? 'How can operation, criteria be applied * . o |
' i .
in such fields" oo o : o

These different levels and forms shculd be associated with- different moments at which the'

sssessment can or should be made, In principle, assessment should be a continuous process, which, "

g ey for a simple project may need several years. If this seems: the 1deal solution, it is, perhaps not

Ve,ry realistic in the case of modest projects, having regard to tHe resources needed It will be

o ‘ ‘necessary to determine*the objectivea of“the proposed assessment, ‘and very certainly to choose
between them and to select the resources to be applied in the light-of cost. ot

o ‘ The number and. magnitude of the outstanding problems are impressive. . The Semmar dlo

;‘. X notaprofess to solve- them but more modestly, to compare-the different points of view of ;he ald
‘ agencies and the experts of’ spme of the receiving countries on these. problems 80-as to clarify them
and bring’out the lines of action it is desirable and possible to follow in this field, i

v
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/ Evaluation of educgtional systems .

<

- CHAPTERI

- -y

THE ASSESSMENT OF EDUCATION POLICIES . ' ‘- .

a

LNy

\\ ! ‘ ! . - N
If it is desired to assess the possible sf(ectlveness of an aid programme, it is important to know )

whether it is well-timed. This timeliness depends on the context in which the programme,

(or project) is to be integrated and, in p\?rticular, on its adaptation to the education policy of the

' receiving ‘country. This policy must there{T.\re be- analysed and assessed (or evaluated) It is hard

to imagine an educational assistance progr: mme, and still more a limited project, having a favour-
able effect if it is not in line with the nation 1 education policy of the country assisted. .
Furthermore, the aid'agencies all have of{icial or unofficial aid policies a.nd often preferential

sectors for assistance. It is natural that they should pre{er to act in keeping with- their own policy _ J

s
<

and'in thefr own sectors.

For this purpose, they“need not ly avdetailed analysis of the education system but.also
an assessment of education policies regarded as an overall planned approach to,the development of
the whole education system. °uch an assessment should make it possible to judge all the conse-
quences of the development of education s_temsgtakenoas,,a whole on the different aspects of national

+life, ' : T

‘s

A number of papers in the semi warfile _l_/ proposed methods of sectoral analysis -and-the

o e

Cha'irman stressed the importance which he felt should be attached to intra- sectoral and inter-

t

sectoral coherence and he suggested logking fnr ops :ational criteria to test the coherence of

A

educa* n.policiés. R . ‘ .. — A .
Discussion on this subJect wag very outspoken and hvely
While thé need for an overall;assessment of. education,for any given country was not chal-

lenged the responsibihty for making such an assessment was discussed. . The participants clearly /'V

mdicated that the aid- receiving country’had complete responsibility for such action, ,but could call

v

/were treated in the same way.

upon outside assistance if it felt the need I'rom a téchnical pomt of vi'éw. o )

/

- The representatives of the United Nations agencies particularly stressed that it was their

. duty to encourage all useful studies {n this field g0 as to aid Member countries to make progress
alenig these lines.’ . ) ‘ ’ oo o %

]

On the other hand it did ot seem possible to agree on the lines to be followed by this

assessment. In.the presentationt f this first head of discussion, assessment and coherence tests
S77me participants wanted to draw a .distinction on the ground that

inter sectoral and intra- sectoral/ coherence could only 1ndicate equilibrium, but not the ‘soundness of ’
. X ( . .
¢ - * 1/ Doduments'Nos. 4 and 6.' ;

6 '.'. : 11 . | 3 ‘. . ' .4‘
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coherence was not to be found anwwhere.
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Report of the Seminar . . . ’
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that equilibr'iumi Several participants emphalized tha.t the 'manpower approach' to educational
planning had not yie)ded the expected restilts, especiahy in the developing counti'ies. It wou1d be
dangerous’ to assess an educational policy on the basis of l coherence test in this direction.
Other /participants thought it idle -to look for coherence between the social fieid and the
economic field whern the state of affairs in the developing countries seemed-to indicate that this

Nearly all. particioants said that sector analysis should be very large and the ideal would be
to incorporate the vhole #ocial ‘sector and that, in defwult, in diagnosing education systems, it was
‘desirable to assemble and analyse all the data and studies available about other social sectors.

" Sectoral analysis presupposes an analysis of existing ob;ectives and Document No. 3
suggests a method of apprbach to the analysis of aims, six main phasea

s - description of thé sector,
- identification of the elements of policy; .
" - distinction, specification (breakdown) of the e1ements of this policy (aims);
~ ranking of these objectives or aims*» ‘ )
5 ‘ -~ analysis of the links between different obJectives at different.levels .
of (tests-of means and énds); I
- analysis of possible conflicts or contradictions between objectives at the . 1?‘
_same level. . . » :

These stages shou 1d lead to the.specification-of the-objectives-of- education-which:are often not very ‘
"explicit in the developxng countries. . ‘ S : Lo
'I‘he paper presented by the World Ban! N representative goes t‘urther and urges the need - if
the aims and objectives are too vaguely, expmssed - to define alternative aims and objectives, This
paper also raises: the issue of the compatibility of the aims and objectives of education with the

economic and social imperatives of satxst‘actory external productivity, thus \indicating that the

. agencies are concerned by the problem of coherence.

This study of cokerences, particularly inter-sectoral coherence, should, in the- opinxon of

_some participants make it possible to: asgess t the gt‘t‘e_c_tueneag of a gQ_li_y and, in_t thggmnion of
others to judge the executxon of a policy and therefore to assess the means of that pohcy.

[y

The question therefore is whether we are to judge a poli}y itself or merely its execution
without passxnguiny value judgment on the-policy itself. = . ) ) . : i

*
"As indicated above, all the participants agreed .on this second aspect of assessment which

should make it possible to measure the gap which- sometimes exists between the Plan and the facts, .

‘ whi h leads to an examina’tion of the objectives of education and, in the last analysis, to the question

whethe, the poli:zy followed is t‘easible 'I‘he disagreements referred to above may, perhaps, after
all be a false prabiem since it is quite natural to test ithe major disequilibria and effectiveness of a .

pohcy by reference to its results.
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. , A certain number of ct'iteria Jfor, assessing the ob)ectives of an education policy were sugq- ;

geated in Document No. 1 presented 'by the IIEP. Without underestimating the difficulty qf such ag '5

it

v exercise which in the 1ight of the interdependence of ‘the different factors, might lead to ‘passing .

judgment qn the forms and methods of economic and social development chosen by the different )

»
.
s

a
-

countnies., the Idea of trying to. assess the coherence of the objectives of education in relation - uuc

‘ thcr economic and social objectives of a given country is an approach which should be ve.;y

thoroughly studied before being dismissed out of hand e o

.
o

While some participants voiced their apprehensiors about a sometimes ambitious global,

L

apgroach and suggested that miero analysis might yield good results most of them .recogmsed that .

|‘,‘

the micio: and macro apprbach were ‘both mdispensable and that, in particular the global study

: should make it possible to assess economic ‘coherence and to detect over- dangeyous. disequilibna
which might arise’ in the allocation of resources and might, in the medium term, comprotmse the

external effectiveness of any education system. . ’ ) o *

o B .,.,,

Some comments were made on thercriteria suggested in Docum/ent No. 1, It"‘s however,
" worth citing some of them here which suggested 1ntroducing indicators which do no; seem to have
been used in the known typologies. o . ‘

. “ P [

. in particular with regard to 1nd1cators of economic coherence, it _was suggested that a, new

- olassif;cation of educational expenditure should be used which would bring out ;

« - the.inert.or cyclical expenditure necessary and sufficient to, perpetuate .
\ ' . the’systezms, such as teache.rs pay and: other running costs, !

. R . TN

. o : .. 0— and, innpvitive expenditure or moderhisation or change. .
Another index of econo'nic coherence is to,be found in the. adJustment of the output of the education

<y .

system to fhanpower néeds in conJunction with the pattem of 1ncomes. . . °

"

2

‘With regard to'the élements of social, coherence, the members of the Work1ng Party stressed
the need to work“ out finer indexes, especially for the regional distz‘ibution of educational faoilmes

and population. These indexes should give-a clear picture of the territorial distribution of educational

C B

*

facilities in relation to population density. ' ) . Do,
. ) The members of the Working Party, very conscious of the difficulties involved in.the . ..

) approqch to the social sebtor, -greatly, hope that operational criteria w1ll nevertheless be studied and

* that the more easily available criteria of economic coherence will not obscure this essential aspect

of the assessment of e(iucation policies. e ’ 2

v ¥

% Y +

»

After discussing the elements of assessment of coherence within the different sectors
(economic, spcial, culturs.l), the members of the Working Party would have liked to tackle the '
question of’ 1nter sectbral coherences which would have meant studying the interxelations betWeen

" the different criter.a, but they thought that this came within the field of research and could not be '

qhndertaken in the context- of the present meeting, N :
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Critat 70U ASSESSMENT OF PROGRAMMES AND PROJECTS
* - . * N .’ ” . ‘

A great many of the documents presented by participants in the Seminar related to the problems
raised by the- assessment of programmes: and pro;ects. It is quite certain that this is the f1e1d to

which the agencies are most sensitised.and where they have made the greatest me'thodological ¢

LI

efforts but there 16 still-a great deal to be done in many cases to get beyond the stage of a simple

-4z

certificate of perf01 mance, For convenience of discussion, it was agreed (as stated at the beginning

of the report) to. disting'uish no doubt somewhat artificially, between internal effectiv!ness and

' . .,
Y .

external effectiveness. g ;7 *
C The prob1ems raised by the assessment of the internal effectiveness of' education systems' .
were discussed at the- Seminar for two days and\are the subject of Chapter III of this Report
The situation w;lth rcgard to the asgessmeént of externalveffectiveness was summed up by

. i the statement of the representative of an international agency to the effect that in the past-his agency

had ta.kgn account of economic criteria on1y and was now trying to take into consxderation certaxn

cultural and socio- economic indicators, but that in spite of everything, the criterion of 'manpower

production' was still the one’ which carried most weight in the final decision to finance a prOJect.

:' . A certain number of recent examples of the application’ of ‘the, assessment process are given
in the seminar documents and one “of the most e1aborate examples re1ating to tu€ educational tele-
visxon proJect in the Ivoiy Coast was presented by -one of 1ts principal authors. .

The discussions oh Documents Nos. 6 and 7, in partrcular, gave a.broad survey \of the
\

methodologies applied and the compendiums’ used. n \ '
The thmking of the Seminar centred mainly.on the, pro.)lems assessed the socio- economic
impact of a; programme or pro;ect on a,given environment In this way, the question again arose pf
- defining the obJectives ‘of thepolicy followed since the results expected of a programme cannot be

Judged crude1y in cost- benef1t terms, but rather more in the light of a, g1ven poltcy. ‘.

As noted in the previous Chapter. several agencies recommend that special attention should
’ be paid to studying the present aims and long term objectives of the education system, If these
afms and objectives are not sufficierftly defined then ' the difficult but necessary task must be under-
taken of def1ning a1ternative aims al‘d obJectives. It is only in the light of this new definition that
the system can be usefully analysed" Some participants recalled what had been said about the
responsibihty for agsessing education policies.and, stressed that the agenci"s should encourage

recipient countries to define their own objectives, according them technical assistance if necessary,

“ 1

.
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The sequences of the various assessment processes proposed in the seminar papers
presented by the. pariicipants are substantially the same and take account of the "different levels,
‘_for;'ns and moments" distinguished by the Chairman in his opening address.1/ . 1
The participants agréed that assessment should be a continuing process integrated in the

education- system. It.should be a permanent feature of the planmng process, They recognised,

however, that under existiri‘g conditions, neifher the agencies.nor the mational authorities could- hope
_for such-a resuit in the near future,

S

So

They must therefore try to make some progress and move on from merely verifying the .~

execution of a. programme or project to a finer analysis of its effects ( ,

'I‘he following stages:were found in the different a1ternatives proposed :

‘Prehmmary sector analysxs )
Phase 1 : Study of-aimg and objectives. e,

- ‘ Possible formulation of alternative aims arid.objectives.

Phase 2 : Structural analy’sis of: education' system.

. Adjustment of the nature of the system to the obJectives defined
A +in Phase 1,

.Phase f3

.

Analysis of the 'technology of education (teaching methods,
management staffmg, decismn -making, etc.).
. Phase 4: Attempt to orgamse and programme the.system so that it méets
oL "~ ..the.objectives more sa,tisfactoriiv . ‘
. Phase 5 : »Anaivsm of costs and financing, and-internal effectiveness.
. ' ) Phase 6 : Prbposal of a programme of action including a list of priority
: CT progects and pre-invéstment studies.

4
" ‘ e 3
@ . -

Duri'J the project

In thecase of a 1arge scale proJect such ad that presented at the seminar by the Ivory Coast, an «
assessment system can, in some cases be built into the pro,]ect Itisa management tool which by

means of feedback, allows immedia‘te corrections to be made throughout the pro;ect This 'time and

progress schedule’ sys :m consxsts of collecting facts and figures and comparing them with the
" .scheduled progress of the programme or project, But, as one participant pointed out, in orde.r not

to overload the system, it is importani to know "what is worth noting and what is not", That isno .

-doubt where the difficulties lie, sincein educational matters, the social and. economic consequences
of a project may. becgme apparent only 1n the medium- or long-term and it is difficult during the

course of a project to Judge what indicators wi11 subsequently be valuable in assessing iawre changes
in the behaviour of a group of’ individuals.

. . . LN
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.. . ' . . .t

,F . A ¥

" 1/ cf. ‘page 4, paragraph 7, : " C e e
s : . '. . *?‘ ‘ v T 7
RS |
10 -




»

.' . A l Report of the Seminar \ . . .
£ . .e ' .

N e M

Document No. 5 proposes a 'special assessment system/ consmting of vefification in
greatar depth by means of m1cro ana1ytica1 case studies, and, in particular, the study and analysis
of sécondary facts. In this approach to the assessment of a programme, the important thing, in
the \«iew of the authors of the paperJ is to rank in order the objects of the programme and to examine
the interrelations. betwe,emthe different obJects. Each object, const1tutmg a stage in the edification
of‘the project should be a stone in that edifice and theyachxevement of a number of ohJects should _
- .lead-to the achievement of a higher object. The chain formed by ob;ects and means should 1ead to __

the rhain object of the programme (see Document No. .5).

The discussions on this field.of assessment were hmited by shortage of nme. It ve;y soon '
. ‘became apparent however, that while it was re1ative1y easy to measure the aspects re1evant to
1ntema1 effectiveness, the same was- not true of external effectiveness, particularly if it was desired
to go beyond the too narrow approach .of the equation 'education employment’
Research efforts shoult‘ié be undertaken along these 1ines and the IIEP is prepared to

:". T co operate act1ve1y in any action undertaken in this sector.

\ oL
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Statistics on.the models of internal effectiveness of education systems,

CHAPTERIII
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ASSESSING THE INTERNAL EFFECTIVENESS OF EDUCATION. SYSTEMS
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" This sector of the assessment “of. education systems was introduced by three addresses .

A
- Statistical inquiry into the internal effectiveness of education systems, by
' G Carceles- {(Document No. 11). .

- Assessment of education systems with a view to improving their internal
*effectiveness, by N. Kravetz,

- Examples’of assessment' study of the effectiveness of the education system,,
operations and development by N. Davis.

The first address, by Mr, G. Carceles introduced the -most- recent work of the Unesco Office of
This wox‘k ‘based on the measurement of the ratio between the intake \and the output of
-education 3ystems, relates.to wastage. It studies the ratios between repeating and drop-out and the
age-sex ratio, etc, for each of these phenomena. This attempt to identify the characteristics of
wastage and its influence on real costs is particularly valuable gince it is dynamic and is concerned
with flows rather than with statistics. Some points attracted the particular attention of the particx- .
pants, especially : ) . . Yo

= the prediction‘ value of the rates of repeatingand drop-out observed; .

- failure or success in a given year of studies and its dependence on earher
,f ‘ ‘results. . :

The following is a summary of the main c0mments made by the participants following Mr. Carceles'

2

‘address. o ) . , ¢

The different causes of the various kinds of repeating should be ascertained-. Some s
instances of repeating and drcp-out were due to-shocrtcomings in e reception structure (schools x_i/o){
providing the full éycle, fixed rates of transition, etc.). Some instanges of repeating could be
described as 'psychological', Somé teachers in fact thought that the subject they taught was difficult
and the. time allowed was inswfficient, N .

Some parti(.ipants stressed the peJorative connotation of the terms employed, such as
wastage-and drop-out, It would be better to talk of 'leaving , which involved no pejorative, value

judgment, Leaving of various kinds might ‘have very different causes, including economic, nutri-

‘tional and other causes which could not be attributed either to the school or- to igdividual aptitudes,

It was for t}iese reasons that the Unesco Office of Statistics spoke of ineffectiveness and not of

/ .

wastage,

-

hd

o
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The addresses by Mr, N, Kravetz and‘Mrs; N. Davis introdifced the different tentative

approﬁches now‘_ being studied, to the measurement.of the internal effectiveness of education systems.
" It was recalled in the first place, that it was essential, in order to undertake an assessment

with any hope of success, that the obJectives of the education system to be assessed should present a

certain numbéer of characteristics they must be concrete, pertinent, feasible and quantifiable.

Mr. N, l_(ravetz then introduced his indicators of the internal effectiveness of education
systems whilenfn'aking it quite clear that'while there was'a wide range of factors which ref1ected the
effectiveness of education those which were more specifically educational in character would provide
the most valuable information after they had been studied with care, and that it was therefore prefer-
able to concentrate on the educational conient rather than on the non-educative aspects.

i The statement previously made by Mr. Carceles showed the value of statistical research
into the: flow of pupils, Mr. Kravetz proposed that this work should be supplemented by research
into the causes of répeating and drop- out a study of the possibility of. increasing enrolments at
certain levels and of seeing whether ‘the relations existing between these three factors could be |
improved otherwise than ‘by making- regulatlons . o . |
k ‘. :l‘he indicators to be taken into account if it was desired to make this method not only

\ diagnosti¢, but also therapeutic, .must be regarded as the reflection of the decisive factors. The
indicators of the internal effectiveness of education systems were the r‘esult of conditions which
ea:isted within the system . o ; )

-~ ' The-data. on“enrolments and wastage were determined by other activities and by -more funda-
R “mental relutionships, o, ‘

The decisive factors in internal effectiveniess were to be found in the following-six categories :

kS

.. - pupils " 3 -
] ' - teachers and other staff .- '
TR - curriculum' e s
o ' - ad:niinistrationg o ‘
- h ‘ - premi'ses N oo T
s . - parents community and other clients '

These categories reflected Mr. Kravetz 8 initial assumption that "what happens to the pupils is the

.essence of what happens to an education system." " . T

The factors which determine internal effectiveness could then be considered within each

category ; . " , , Peay

D

X

Thus, with regard to pupils, Mr, Kravetz distinguished five decisive factors : { ‘ ?
t1, Access . y. ® f
) Co . - ‘Enough places o e | : . . o
. . . ' - Enrolments by sex R
‘ ’ - Enrolmerits._by. region. ‘ . y /

»
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-‘Enrolment's by social status category . v : . o
- Existence of schools providing the full cycle ’
- ObJectivity oi‘ methods of selection and promiotion
. C v 2. Assxdui_ty /
- Attendance of enrolled pupils T .
- ‘; T ' - Compulsory schooling . _
' ' ' - Length of studies before leaving - . - .. N
- - Re~enrolment of pupiis who have lecft

A

3. Pupils' results. . ‘ r.

-~ Determination of degree of knowledge and progress made
- Determination of, degreé and progress of affectivehess - -
- Determination of aptitudes

~

4, Services‘rendered by the school.to pupils .

- guidance, pupil-teacher relations

- boarding and lodging facilities ~
. - health services..- o
-‘-‘transpo'rt - ' . ) . ' e »
- ‘. - other services

5. Pupils' reactions.

> Pupils' statements of their own impression of the effectxveness of the o
l schoal ; i . , <

H

- Behaviour and actions of pupils durxng schooling
Mr. Kravetz the distinguished varxous factors which should be considered for each of the six
decisive categori 8 he identifxed He stressed the direct and indirect re1ations between the different
elements whxch may have a decisive effect on intermal effectxveness . . t

‘ The speaker emphasized then in addition te the six categories distixxguished which determine

and condition the effectxveness ‘of educatxon, two supplementary factors must be.added, namely
1

’ educational research-and development, as we11 as the planning of the system which,. althought they
A .are not operations dxrectly connected with teaching institutions, nevertheless inc1ude functions which
may have an influence on the effectiveness of the gystem, ‘

The last branch of this introduction related to the measurement of the decisive mdicators.
Some of these criterx{a\ cbuld be medsured but others with a purely qualitative aspect were harder to

quantify. - ' \ 0 ' o .

-

Mr, Kravetz: then suggested a certain number of measureinent concepts which shou1d make
it possible to establish re1ations between different.elements. He proposed making use pf the whole
arsenal of modern tech iques, such as PERT, observation techniques, analysis of perceptions,

80 ciometric methods. - 19
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. ) While it was recognised, Mr Kravetz said, that the apphcation of apt1tude tests and
" )
) knowledge tests was now feasible (prov1ded the necessary resourc

are available) th;: measure-
ment of criteria of an affective character reflecting attitudes, interests, etc, was much more

hazardous it required the establishment of biographical records and scales of assessment and the
availability of specially trained -staff.

]
ﬂ..‘. ., . .
£ .
‘ez A . . .

-

In these circumstances, Mr, K.ravetz stressed that a great deal remained to be done to
perfect measuring instruments for thé educational process, but that, even at the present stage,

greater 1mportance should be attached to the instruments already avaiiable, however 1mperfect they
may be, ° S

»
|

. ‘ "l
- . .

p . . - et

Mr. Kravetz ended his presentation by asking what role technical assistance could play in
assessingxthe effectiveness of the education systemi,

-

. In the discussion which fOIIOWed a.number of questions were raised
i o

A}
) ’ <
In the f1rst place, the volime of elements which may play a part in internal effectiveness’ 1s

such that some participants asked whether the cost of such an undertaking would not be prohfbitive
and whether one should not look for a few key- determinants*to which preference should be given,

Natura'lly, the whole range of assgssment techniques should not be brought into action until the ¢
. techniques with the highest priority and the gréatest effectiveness have heen applied

The level-of a pupil is a highly relative' concept and several participants recz\lled that the

objectives of education systems still too often. remained élitist and in conflict with the present
' tendency towards mass education.

Effectiveness meant attaxnmg an end-which had been proclaimed
and it might well be asked whether the objectives of exist1ng systems were not outdated and too '

N .
. ambitious, This led to an apparent effectiveness which was often poor. L
' ) The means of palhating this maladJustment of the obJectives to the systeml/ is-perhaps, )
B as suggested by the Chairman, by Mr. Kravetz and by certain participants to iook for the best ways
X l of measurmg the 'value added' fo the child by- edUcation and in parallel to make the necessury effort *
\ to lay down realxstic and: explicit ob;ectives " ! .
' The last address on the assessment of 1nternal effectiveness given by Mrs, ‘N, Davis, ,
xndicated the bpoad lines of recent international studies in thig field : - ) ".,, )
o ‘ - International educational achievement study (I A) | . .
- ) .- Nationdl agsessment of educational progress ' .
L \ !'“ o T " ‘National achievement testing programme ' ‘

,International study of primary drop- out

A
1

. L

. . '

. w
. ‘o .
w ve . P .

. '

) l/ This may seem paradoxical since, in. principle, the system should adupt
. IR : itself $0 as: to attain the- objectives.’

'
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. ‘These studies, especially IEA, have tried to nieasure the educat10na1 results ach1eved (knowledge of
' mathematics for the first phase of IEA) and to-relate them to the factors which seem to influence

. them : locio economic environment school other environment with a view to“trying to measur;

the. productivity of the different teaching systems and methods. $ ‘.

.
o 4

- The techniques used are standardised tests and ’checks.

-

. Mrs. Davis then recalled that until-they could generalise the standardised tests throughout
the1r territory, the developing counfries were constrained to use the results of traditional examina-

tions set by teachers who were mostly untrained and inexperienced ‘ln the matter of- examinations.

Some attempts were bemg made in the developing .countries to work out national tests

\

designed toﬁmprove the -assessment.of ind1vidua1s in relation to their: aptitudes, non-verbal tests .of

’ the.formation of concepts, undexstanding tests, etc. In general, there was a tendency to depart

from the classical questions of the dissertation type in favour of simple obJective tests which can be ,

o

Y

marked mechanically. ' . i # X ooy e
v The speaker went-on to say that the conclusions of the National Achievement Testmg Fro- o
gramme in the United States were that the .usual examinations showed Ay oA

-~ how far a pupil was above or ‘below the average marks oof the. group thh

. which he was compared o . Lo Lot \
) ,, - how far the average marks-of a class or school were above or below the i
ot ' average of the'group with wh1ch they were compared v -,
The subsidiary conclusions were also very important ' : , . ot s ) .- *

7 there was a very marked difference between examxnations deeugned to.
make a selection or-sorting out among. pupils and tests designed to
measure how-far the ob]ectives of education were’ achieyed

¢ . - while traditional examinations relating to knowledge were designed to
measure-individual differences and to proyide exact awerage marks for
‘clagses or schools, assessment exercises could provide information on
*  the overall prcgress, of schodl children-and ‘not merely-data on-the
knowledge. of the Iaverage child', B R A

Mrs. Davis concluded)ay calling attentjon to the fact that, while assessment at national level was

* ra

very often difficult, if not impossible, because the obJectives set for education systems awere too

4 2

’ comprehensive and defied all analysis in concrete- terms, very important assessments were, on the.

"contrar:,', perfectively feasible tor smaller units such as provinces, towns or establishments and

-

could greatly“help to improve effectiveness. . . o . .
The following-comments were made in \‘.he course of subsequent discussion P

-1t should-be noted that the assessment of education was, on the one ha’nd

general in respect of objectives and _p_ecific in respect pf results.
! ’ T ; . ) SRR U
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- Some partxcxpants wondered whether there was in-fact any t‘undamental
" differencé between tradittonal examlnatxons .at natxonal level and L
“ standardised tésts or exammations. Wamnot the difference rather one of
form? It was true. that :the obJectives of asSessment pursued were different

p . in the cases preSented but were the technxques usged. totally,dxt‘t‘erent‘? ’ N

- Other participants expressed different :nd even contrary optnxons. In.
their view, thé traditional- exammation and the test were.two: dit‘t‘erent
1nstruments which some peqple x‘egarded as’complementary‘,but the
examination, while it was an obstacie which might be motxvatxng, could

. ' also-be psychologically dangerous since it lai’d too much stress on failure.
' ' . The examination judged the pupil whereas the test judged the ‘manner in
‘ whxch the messageshad been conveynecf .

A

o ) o - Assessment, if it was aimed at a better Knowledge and,. where appropriate,
' measurement of the value,added by, education, needed, measur/mg instru-
c . . ments, and research 1n this fieldsseems far !rom complete.

To sum. up these discussxons ‘on the assessment of internal et‘t‘ectiveness, it seems that the studies

go far made are still too much in the .domain of research and that. the techniques used, while they are

not challenged, necessitate substantial resources which cannot always be t‘ound i
The, determxnants of internal effectiveness presented by Mr. N. Kravetz are not challenged

but if they are to be operatxonal it is desirable toudentit‘y those which carry the greatest wexght in’

¥

‘measuring pert‘ormance, and to .give them the pret‘erence in. studies@

thle the. assessment ot‘ the terminal pattern of skxlls of the mdividual is. 1mportant for t)le

N

soc1ety mto which he, enters, hxs 1n1t1al pattern should also be known ‘80 tha{ the value added can be -

. .
. .- . . oy

. , measured by« d1t‘t‘erence,

Fxnally, and as in the two other chapters of this report the constant concern for a better

definicion of obJectxves should be noted thhout whxch any assessment can only rema1n very o

‘superficial, . . ‘ S, ) ' LR AN
A L S # + , . " N

o . ' . Conclusmn ‘ 7 oo e o ‘
It emerged fxom the- whole of the discussions ‘that the subject dLSCU.SSEd at, thxs Round Table requxres
stxll further systematic exploratxon. The dxvergences of view whu.h sometm.es became mamt‘est are .
syr"ptomatxc of the weaknesses ot‘ the methods- and technxques at present avaxlable. -

In fact, except for duestxons of the measurement of 1nternal et‘t‘ectxveness for wh1ch the

exper;mental stage has been substantially reached the other aspects of assessment (external
.0 effectiveness, long- term 1mpact of a pro,]ect -on 1ts env’ironment etc. ) are stxll in the field ot‘
‘methodologmal research and the few rare expenments wh}ch have been made with cost benefit
analysis cannot be deemed to hay'e yxeldeq practxcal results of general applxcatxon. :

It was confxrmed in the- ‘course: ot‘ this Seminar that an essential prehmxnary to-any assess-

t.
ment is the need for a more realistic and concrete definition of the ob)ectives of education, thhout

. + - - *

whxch assessment can only be.a certxfxcate of performance. .
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Another essential preIxnxina‘ry on which the partxcipants w’ere, however, less categorical_
is the need to set the lector analysis of education in the "wider context of the whole of ‘the social =
sectdr and to throw light on the whole by an aesenment of the educationcpolicy of the country in

Questi'on. ST e T Co A

e . . . L o~ N

This Seminar ean be s'aid to have had the merit of- bringing to 1ight existing shortcomings in

the alsessment of edgcétion and.the p:.rticipants recommended the encouragement of research in

.
thil field and the tra’ining of, specialists. They suggested that the IIEP ghould envisage dévating PO,

part of its future programme of activities, both in research and training, to these/questions.

Finally, some participants snggested the s,tandardisation of the fnformation requested from - :':'

assisted countries ‘and; the centralisation of these data in a body such. as the IIEP

@ .. . PR . ) ,
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INTRODUCTION . S :
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. . . .2

e‘qu's.ntitstive's.nd'qualitative developmen't of educstionsl systems.comes about by implementing a ]
combination of progrsmmes or projects- y financed mainly by nstional resources snd supplemented

/ by various forms of ustional or international.external aid. 'These programmes s.nd pro,]ects 1nvolve .
/ the various leveis or sectors of general vocational and technical education organised for the younger
. / generatior or for adulté within the school system or, tout-of -school!. '

/ ) ‘ Each of these programmes or prOJects is one part of a w'hofi snd this whole rei'lects, im-

plicitl_v or explicitly, the choice of ﬂ-ioritics w1thin the educstion system.or in fsvour of the educa-

' ; . tion sxste . Evalustion pf individual progrsmmes or’ prOJects’ is a process which is beginmng to ‘
be given serious consideration by many nstional or international orgs.nisations, and most of the .o
{ papers presented at this seminsr deal with this type of-problem. However, itis a question whether = .

on this level of evalpation i('programmes' ‘and 'projects') s.nd in cloge relationship with it, s.nother

type of appraisal should" nok be superimposed which would cover the 'education policies', conc eived
L )

as s.n over -all’ and glsnned spproach to develop ng the educstion system as s;whole Indeed the .

|
1
evalustion of 'progrsmmes" and 'prOJects' however vltal it may be, can only psrtislly portrsy the |
|

- .vslue and effectiveness of ed:xcation systems, and it would undoubtedly be of grester vslue to beable ) f{
T to\ _]udge an educstion policy as a whole or, in other words, the consequences of the development of )
; . thq education system taken' ss a: whole on the various aspects of the life of the nstion N “ B
vy ’,,-’ ’ ,\ . - - ‘ . o b ’
g o ’ . . _/ These progrs‘nmes and projects ure relatively clearly explicit when ' -
' i . financed by external aid-when financed by the national budget they are ’

generslly much more implicjt, save where the country concerned uses -
progrsmme budgeting, which ts the exeeption rather ths.n the rule

“ - - -

» . LY ’
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a Such an endeavour would aPpear superfluous insofat as éducation is considered as beneficial |
ger se, that it constitutes the rpriority of priorities' and that the sole problem is to increase it with-
out having to consider any further the consequences and effects of its development Today, this
attitude "is condemned by all those who, rightly or wrongly, but nevertheless in_an increasing majo;
rity, claim that 'the vital’ questi’on is not to determine what is good for the ‘school, but what the

" achool'is good for'. Without considering the radical criticisms of those who attack the educational
i\n'stitutions, it'is obvious that on all. sides, including the most official international and national.”
repo'rts, more ‘and more serious c:iticism is aimed at educational systems themselves, | g

'_ First, we shall briefly examine the nature of the main criticisms currently levelled at edu- '
cational systems and investigate their objective value Secondly, we shall examine whether it is
possible to. replace these criticisms with- obJective triteria which: would truly bring about an: appraisal

) .of the value and effectiVeness of education systems and hence of the education polices' which govern
? . . A I
them. .. . . : °

a0 CEEY s * ‘ ©
LI . . .
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. PART 1 ‘THE MAIN CRITICISMS LEVELLED AGAINST
N s e EDUCA’I’ION SYSTEMS * - o v

] o

-

The reports from-which the criticisms are drawn 1/ which are summarised below do no}:‘ pretend to
_make philosophical Judgements as to the general orientations of educational policies,. byt invariably
3 consist of concrete statements on_the educational po°iicies in developing countries,. and.can be
group ed together- under the following main headings° : - *
y .

o (a) 'l?hey are poorly adapted to develJment )

-

The great ma;ority of developing countries are primarily agricultural and yet everything in
"the educatiOn system combines to turn away from rural activities those who enrol in it The school. '
appears to be 'a foreign body in the environment and an uprooting factor' This- criticism is.based
on the drift of. the younger rural generations towards the urban centres, and it does in fact seem: _
that while the school ig not the only factor in this rural exodus, it i® oné',yand not the least \
Evun where this education appears to be properly adapted, Te imbalance observed btheen
‘the efforts made for school enrolment An the towns (admittedly often nder the more effective pi;e- .
_sure of a ril;ing prolétariat) and the -poor results achieved in the countryside, would ot favo.xr this ‘
N latter environment, 2 . . e . *
‘Th# structures of :hese education systems, which are pften the heritage ofa colonial ’past
? &nd their content where not enough efforts have been .made towards adaptation in suLJects other than
history or geogrsphy, prepare the student and adolescent rpuch more for a 'white-collar ]Ob', e,

one in the administration or tertiary sector, than. for industry or, certainly, for: agriculture

-

R4

. v

’ __/ These criticisms are ta"en from a number of official reports which it
would be of. no interest to analyse separately o “

" ‘-
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2 - gxovth wheren lt would be better, esp at prlmary educetton le#el to cultlvete the neturel
qtnlities of eda.ptabmty of the child re and to. ster attitudes necessn{' for devempmvent T w

A-t lecondery and technical education le

X . ) « in particular, those writtng the reports polnt .

-, . " out that there is almost lnvnri(bly a discrepency betweex ivaining and job descriptions. It dces in ‘ i
2 ‘ fact: eppeer that the ‘order of importance of velues of the subjects taught-is unrelated to the current . ' R
o needs for developmen/t{ Thls ofted. lee.ds to a proliferetlon of students in the arts. and, in a 1ew rare . _%
' cues, to the- risk slmost of a surplus of sclenttets -and & general shortege of technicians.or htgher

[ technichnl EngL ,ers are trl.ned without the supporting. technlchns, end professors of litereture

» when th!{'e hﬂe need for professors of technoloy At the same time, the teachers that are trsined ’

et greet cost are the unconscious cause of the perpetuetlon of the syctem . . ot e
’ At an levels, -the inepp\ropriateness of training with respect to the ]ObB aveileble leads to

S unemployment of°greduetes and a:'brain-drain’. - ot

- ’_/‘, ' RN (b) They- are poorly adapted.to tne meens evsilsble

zﬁ v:‘ o - There are few developing countries witi, an educetlon 'doctrine’, and very often the final R

ob;ectives of the educetlon systems employedﬁre far from expllcit. The education policy in these
regmns tekes the form of a linear expsnston of the. system left behlnd by the colonising power. This
use of an élltlst system for mass education ha._s resulted in a deploreble output (hlgh drop-out rate)
end a financial hurden out of all- proportlon to the. possibilltles of the State The increasing -gshare
in national resources elloceted to educetlon results in certain ceses ln an ennuel lncrease in expen:
d.lture o{ three’ times the rate of lncrease of the GNP. The concluslon is that the 'strategy of lmear
_:{j ) expsnslon of educetlon systems cannot in these clrcumstances go on lndeﬁuttely

° .

(\.) A low output results from the enormous mnens employed

'

. The very fast growth ot school enrolments has not resulted in very considerable relatlve s
‘oufputs The stegnetlon ‘of enrolment. retes in the developing. countries, together with the increase

in the number (in absolute terms) of llliterate chlldren, are not encoureglng chtors for the future.

v

! In edditlon, the continuous’ lncrease in unlt costs has not led to any notable lmprovement ) -

in the efnciencv of the educetlonsl systems !const-mt rop -out rete,oonly slight increase in success-
tul greduetes, etc ). e Y : Co * : L } '

*

+

(d) The lystem proaucmes large number‘s of poorly ed'epted and frustrated people ’

.~ ) . ' In llmoat all developing countrles, the selection methods within the schdol system result
' in & small prtviledged minority stlll monopousing access to, soctal and economlc power. The great
‘meJority, who hed hoped thet, as in the recent past, the- schOol would open for them the doors of an |

'Adminiltretion' whlch is now saturated, have no alternative other than unemployment or a; rural
: ‘ . existence, Unemployment and parasitic dependency or the family are often the solution ch sen be- oo
i 'ceuse the schooL hes not developed ln the child the necesu’ abilities to progress easily and’

1 N
St [ . N , . . Lt
. . N .

s . . o . . ’
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dynsmi‘cslly in'his own environment The school and its suthoritarisn traditions do not favour
creativity The. longer dne stays in-school the more one-is cut off from the\reslities and constrsints
- of life. While, the school gives a feeling of: lecuzity, at the same time it stifles natural ts.lent
.. T (e Out of-school education is poorly developed. , ’
' o - These criticisms sa wholc wre levelled against scholastic- sysiems; nonetheless some
reports deplore thst all too often educstionsl policies st their priorities to the exclusive benefit of

school estsblishments and to the detriment of out-of-school educational systems for the younger and
s,dult generations. 1/ o ‘ , ' -

L}

; - i ) . ¢
. i ) _ ! , A - .

. . s . " .
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' 4 ' PAItT I ; AN CRITERIA FOR EVALUATING EDUCA'HONAL T«
C L "' POLICIES BEIDENTIFIED? i , : o
The question raised in the very title of Part Two shows-that within the framework of this paper we ‘
,‘. do not' claim-to do.more-than- spet out the: problems and indicate the msin psths that may lead to eva-

-, 'luating educ tiona. ralicies.

t

Al T Should one evaluafe in terms of objectives or should.one evaluate the obJectives themselves’

(a) One can establ\sh criteria for evaluating an euucsuonsl policy by-direct reference to the
obJectives - humsn, pedagogricsl socisl culturald economic, political, etc. - that the educational
system as.a- whole, or its vsrious subsystems considered sepsrstely, propose to attain This is
) , "« the method generally spplied when attempting to_evhluate programmes or projects. !

T This concept 6f evaluation assumes that one cani. . - Y

, “ ' . - ) (i) Clearly identify the obJectives oi’ the system or of its various subsystems,
: . . o which aveé generally implicit or couched in very, genera} terms;
S (ii) establish indicators or indices wherever one needs to assess how the

obJectives laid down are attained or are in process of attainment. -
However, this initial concept of Svaluation .ppesrs too, limited and assessment oi' the
value of an educational pglicy must extend to the obJectives themselves. . LI

|

%

|

|

v

l{ . This level of evaluation is in i’sct certsinly present at. the stsrt of- the process of implement-
|

ing?! progrsmmes and 'projects’ duri'xg which the apprsissl oi“the obJectives to be attunedoand their
" order of priority gnverns the decision to be ts.ken right from- thé outset of the cpers’tion 2/ '
Can thig method. be used fox 1udging the objectives of s.n educational policy as a whole?

] &
. . 14 - . il

R . . .ot . . .
L3 L)

., Y 1/ So i’ar, this limited development has protected out-of-school educational ,
T - e ‘systems from any, serious critical analysis.” The development of appraisal
of 'préjects™in this area would unquestionably enable & more objective. |,
! * ju‘dgement tozbe msde : ) f e . . o

__/ Hawever, when the programme or prOJect represents purely and simply
‘an. extension of the existing system (secondary schools, primary schpols)
_ oF even one element in a current reform ('middle! schools); for exshg\ple
. " the objectives of the operation concerned blend into those of the general .
N educstionsltsubsystem concerned, ¢ A
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The ,difficulty here would appear greater, since in the laet resort, becauae the va*rioue
0

factora are interdependent itisa queation of pa:ging ]udgement on the forma and method; of eco-

‘nomic and' aocial development selected by the varioua countriea Even if the political difficulty of

such an exerciae can be. aolved the technical difﬁculty nonetheleaa appears formidable : to what .

objective referencea can one turn in order to Judge the ultimate ends of an educational policy? In

i the laat resort one could attempt to single out criteria of'a philoaophical nature, but in order to be

pragmatic we ahall previaionally leave these out of the diacuaaion, though without belittling the

x-.importance of sdch criteria. T

" B, is there any logg:a.l pattern in the development of educational eystem?

‘.

Ip th- {ace of the difﬂculty in making ab sblute judgemente of the ultimate ends attributed
to educational nyeteme, one nﬂght attempt to conceive the logical path that development of educa-

' tional ay-tema should follow in order to- keep etep with-the eucceaeive stages ¢f economic and

aocial development estimating the latter, for inetance, with reference ‘to.the evolution of the struc-

) ture of the active pOpulation, thé GNP per capita, etc., i.e, with reference to the iequirements and'

meana of the' country concerned This would lead to a kind of dynamic typology of educational sys- |

{ems in correlation with the different Teyels of development, and this typology could be referred to
'in order to.Judge whether educational policies are'adequate

To explore such an approach, it'is intereating to compare how the development of educa-
tion eyateme has come about hietorically, both in the countriea that are today induatrialieed and
in. the 'developing countries Were one to follow today the scholastic. history of the. induetrialieed
countries since the start of the 19th ceniuiy, one would ﬁnd that most educational syeteme have
fclluwed comparable patha, taking into account. on the one hand the requirements and possibilitiee
reaulting from economic development and on the other the evolution of aocial structures and the,
concept of democracy As the French example shows, the rapid epread of industrialisation that
occurred in the eecond part of the 19th century enabled primary education to be generalised but did
not irmnediately lead to a correepondin&development of extended studies. (aecondary and higher),
and the 'school explosion only occurred much later, in particular gollowing the second world war
and- uoubtleee for reasons that were social rather than economic, te

[ B (O M
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Table 1. France - Pattern of enrolment rates l;x education 1eve1

’ j R 800-1968) and income per-capita, Us§) \
, Level of‘;educgtion 1800 1900 1945 1960 - 1968
f m e ) . . e = ) %‘ ® % — T % % ‘ %
i ~ . ) . 5 . ~ .
f ) . 1st degree \ . .
| (6 - 11 years) 30 - 40 100 100 . 100 100
EEE . © 2nd degree . _ : ' ' S
- oo - « (12.-17 years)" | 1.5° 3 . 12 . 40 73
: ' . - . , “ o N
3rd degreé. ‘ Tt . )
: (18 - 23 years) 0.6 1.2 5 7. 13
] . K Nt ‘ ; h .
o J . ' . . .

* Percapitaincomel/ $135  $450  $660 $1 383 §1 931

K . Per cepite GNP y \‘: - v 856 ' 1 8068 2 541 .
o ' 1 Statiltics previous to 19\‘\0 should be conlidered as ordere of ’ =
S " magnitude, .
. L A\

Table 2. Enrolment rates in Ceylon, Tunisia, Tinz.nnia and Iran and

. . - - GNP per capita '\ S T
’ Level of CEYLON ~ TUNISIA. TANZANIA . JRAN

* educa- . 1969 1969 1969 1960 1970

. tion - -

. . p % Age % Age\ % Age % Age % Age

. , group group group group group

S ' * Primary 90.9 (5-13) 8.0 (6-12) 33\;9 (7 13) 30,4 !6.11) 66.0 (6-11)°
Secondary . \ ) '
(1st cycle) 5379 (14215) 30,0° (13-15) 2:4 {14-17) . )
. ' ' 11.0 €2-17) 31.2X12-17)
Secondary ' ‘4 ’ .
_ (2nd cycle) 11.67(16-17) 17.4 (16-18) 1.1 {i8-1 : ‘

i . Higher 1.3 (18-21) 2.6 (19-22) 0.3 (zo-zz)\1.s (18-21) 3.2 (18-21)

GNP per éapita  $ 165 ~$-220 95 O\ $213 $ 355

« ¥

Table 2 gives 2 number of eimilar statistics, though only for recent yearl, for \a group of
developing countries, . '!\
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, Possible ctiteria for evaluating education policies
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i N o

A'comparison of Tables 1 and 2 reveals that the growth of 'forinal’' education systems in,'
the developing countries if. occurring in a different way from the process that was followed in
countries that are today 1nduatria.ised . o .

The situation of enrolment in France on the .eve of the Industrial Revolution (1800) is fairly

comparable to that of Tanzania in 1969 snd, what 1s more, the level of economic development of the o '

two countries i§ just about the same at these reapective datea. s
However, this analogy breaks down at subsequent stages of development if we refer to.the

examplel of Ceylon, Tunisia andIran; in these three countries, the development of secondary and

higher education appears “to have.aqccurred particularly fast. The development of education in Iran

‘during the 1969-1970 period is particularly significant. With a level of economic'development

' slightly below that of Frar{Ce in 1900 1/, Iranian enrolment rates fn secondary and higher education

in 1970 are relpectively ten and three times greater than they were in France in 1900 in contrast,
Primary-enrolment inIran in 1870 was far from complete (66 per cent). ’ '

» It would seem that the social demar.d' for secondary and higher education amongst the new
middle classes or the urban population has occurred. in Ceylon, Tunisia and Iran much more quickly
tha]n in late 19th century France In other words, one might say that the Xactors of all kinds (social
economic, political pedagogical. etc. ) explaining the aluggish expansion of secondary education in

France in the 19th century are no lonprpresent - at least to the same extent - in the more

advanced developing countries. This gituation is the outcome of a comb.nation of new economic

and social factors and probably at the same time of a different school policy

-

At the close of the- 19th century, in most European countries, the primary schccl was
almost-universal, while the secondary school was stiil restricted to the children of certain small
social groups : at tlie time, this situation raised no serious political problems. )

»

Today, in the second half of the 20th century, the concepts-of 'democratisation' and

' ‘equal opportunity' applied to higher and secondary levels have 10 varying extents provided the ins-

piration for the education policies oi the most advanced developing countries, following the example

) of the policies applied in the industrialised countries, and have led ‘0 rapid growth of second- and

third- degree education, even though primary schooling is still not yet uniyersal .
‘ * To sum up, it is evident that the various factors that in their time.governed the slow pro-

gress of secondary education in the 19th century, in the countries that are now industrialised are

not to be found an identical form in the 20th. century, and it is not to be wondered at that the 'deve-

loping' countries today display a relative advance, at comparable economic le vel, in secondary

and higher education. -However, this observation throws little light-on the log.c of the policies thus

followed. " . o - '

, ) . ‘ "
1/ To the extent that the 1900 French economy can be compared to the 1970
Iranian economy. N R
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As soon as- one rejects the peth followed by countriel that are today industrialised as ﬁ

?

’u.,

frame of refermce the only possible’ way of assessing the velue of. the objectives of the educational
lylteml in the. devefoping cotntries is to ettempt to judje their coherency with relation to other

_jectivel -and in perticuler those of an economic end social nature, In other!wordl, aside from

any. historical or geogrephicell reference, one lhould atteript to establish releuonlhipl of coherency
-betwem the development of’ educetion end the economic, social and culturel development as a vzho'le_»,.,
Y, . ’y

“for each country , ) . o
c. - Cm criterie be let for the coherency of the educetionel policy and econ.cgiic end eocia.l

development as.a whole? ’ L ' : N .

In’practice, it is herd to see how the two epproechel mentioned in peregreph A ebove ‘
‘(eveluetion of resulis Wwith reletion to the objectives let md eveluetion of-the obJectivel themeelvel)
can be .systematically distinguished. Among other thingl, with a view to eeteblilhing coherency
between on the one hand the objectivee of the educational system, the meene devoted to them, end
thc reeungned from them and on the other-hand the mein economic ‘and social objectives of a

development plan, it would not appear desirenle to conltruct two leperete systems of criteria.

K 4
Aj a result, one can confine onelelf to discovering,._e set of criteria that would; em_brace:.‘

3 - The meme devoted-to euucetion, assessed with reference to national
, '

L relourcel a8 & whole.
)

f : - the results obtained in the cultural, human, lociel, economic, etc., . ‘ s

T s flelds, ' . )

b

Merely asan example, we list below various standerd criteria that ¢ould be retained
Q

(a) Economic coherency criteria

. ’ BN ) ’
! - pxioportion of national reuources devoted to the cducational system '
. (in\GNP :state budget, etc. ), .-

- ehdre of educationel expenditures compered to other expendituras in the
’:‘7 social sector, ot . ,
C- prdportion of expenditires on education (considered as an Anvestment in
human capital) compared to investments in productfve facilities, v

(i) Anocetion of resources- &G cdats "

5
>

- breo.kdoivn of rducationel expenditurel by level,.
% . - reletive eheree of expenditure on youth and adult education,

. - magnitude of unit costs (per pupil/year 1/) at the- various levels in the
educational system and factors which govern the magnitude of the costs. |

~
s
«

(i1) Coherency between the outputs of the educetionel system and man)ower

’ ﬂiremente . . g .
SR o ‘-‘ magnitude of.input and output ﬂows of the lyltem at-the various levels C
’ - and types of education, h
. ) . . ‘\ -
& ) _1_/ I:I!ve.luted, for example, in terms of GNP per cepite: ‘ . ) -

-

Q 1)

ERIC: : TR ~ ; o : :
N - - [
. T . * « [
[Aruiiroxt provia c . .
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(b)- Pedawal criteria ‘

- ratings of mter(nal efficiency (see _papers presented on this subject during
the Seminar), - e

" ]

" teria of a pedagogical nature also fall within an area that has already been partly explored

‘ . .. = ratings o tsluality of theﬁt‘eaching body,' etc. .
' v (e) Social coherency criteri " , ) ’ )
v . .o - regional sparities in.the distribution of education, - . bl
- - ‘ - social disc epencies and sexual discrimination. - .
: - inﬂuence of education on social ‘mobility, "
o - inﬂuenceof ducation on the growth of the cities
. (d) Criteria of'a cultural nature ’ . ’ . .
4 ' , ~ the part p1aye)d by education in cultural development : . ‘
. ' " 5 the’'adaptation of-education to the national culture (what one mignt call the .
e '1sation of’ programmes), . N
! - the nroportion di‘ foreign-teachers in secondary and higher /education, etc.
' (e) Criteria of a democrstic andpolitical nattge . . .
" R - the.educational. system as a factor of national cohesion (the part played by
) , ¢ education in citiz()nship), E '
5 - the educational system as a:factor in participation by citizens.in their . . . ;‘
s Co " responsibiljties. | . : . |
A o « »+ ' (f) Human criteria S '\ v * S . L (
\ ‘.A . oIt seems, ir our view, that it is not possible to 1dent1fy or 1solate crit;ria for the part ‘ )
- played by education in human fulfilment and happiness, even though this involves neglect of a funda- |
mental asneci of the consequences of an educational policy. . o
. &, P . : ’ . . * ,
, . q_ PART III : CONCLUSION WHAT USE COULD BE MADE OF SUCH ‘
| " cmmEmA? . ..
' The.above enumeration is. mainly confined to mentionmg types of cr).teria for each more searching "
work should be carried out to specify its content exactly . '
Right at the outset, it wo&?’ld appear that criticisms concerning the means employed and the |
i‘esults of an economic. nature appear to.be the easiest to establish (provided that the statistics tre § )
:“ . ‘ _adequate) or, at least those which can be quantified most easily, although aelicate to handle, cri- . 1
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"In contrast maJor difficulties are encountered in attemptfng to eetablish indicators in the .
political, -social, cultural and haman ﬁeldl, they could be det'ermined only asa result of lurveys
cohducted in the field by large teaml of relearcherl It is very often a, queetion of analysing the
differencel in behaviour of groupe that have received some lchoollng and other gro.dps i order to
- judge the true effectl of the educational lyetemg S AW ’ .
Auumlng that all the- ltutistical and reseerch tools hQVe been lucceufully gathered together
fo identib' properly the- burden of- the educational nystem on the econcmy .and the Varioun types of
result (good or bad) that lociety draws from it, to what type of conclusion, migbt one tend?

L. o - 1t can clearly be. ‘seéen where criteria of an economic nature lead:

-

- highlighting of the economic effect of schooling and attemptn to optimise .
i H

» -

3 - o T

o . -highlighting of high (or inadequate) unit costs, y

. - highlighting of-the unluitability of training imparted in relation to actual
o requirements,_ etc.

However, the 'social’ or 'democratic! criteria will. highlight dilparitiel between regions
and social groups, the inadeéquate training for citizenship, etc,. and the conclusion that would per-
haps heve to be drawn from this type of criteria would be to develop education yct further and im-
m-ove ite quality, even though its economic burden may already be excessive '

.

»

*

> Furthermore, analysil of the efforts made for youth and adults will generally 'reveal the
inadequate provisfon for adulis and the need'to do more.
In fact, however, within the framework of a medium-rterm (5-year) plan, itis common .
imowledge that ciie cannot do- everythmg at the same time, all obJectives cannot therefore be given
‘the same prior1ty In most cases, the obJectives with the greatest economic return should have S
. priority_l/ though without neglecting what can be done in favour of other types of objectives within
.the limitations of the available means, the full use of whic'h should be aimed at.
T - In other words, it is a question of attempting to identify major imbalances, the consequences
of which are particularly harmful to the general obJeet-i»ves of development {too expensive an educa-
] * tion syetem, output flows poorly adapted to needs, deetruction of national cultural values) in order to
3 " attempt t6 correct them. ' ‘

This approach doee not imply that there is a eingle path for the development of education
systeme, even though in the nature of thingg developing countries are faced with fairly similar pro-
‘blems. However, it is important that the path choeen im not in conflict with the other options chosen

" by éach countrv within the framework of the over-all prospects for its development.

LS

. . r v . ‘. .
v *i °
. .

L

oy _/ This realistic’ approach is the only one which in the longer term provides
the possibility of succees!ully tackling more directly social ‘human and
democratic objectives. * . -

. ‘e
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Any atrategy devised for evaluating development assistance cgrriea with it sets.of. assumptions and
' : _constr‘aints -and a nexus of objectives which can range Irom concrete production targets through to,
& 4abstr5ct metaphysical goals for the future of man Expectations on ma:'.y
of tbose requesting development assistanée in educatioﬂ - from the learner who has seldom any
choice in what is happening through to the gov&rnmental decision maker who- must balance sets, of
alterr.ati ves of many unequal weights For tho e in charge of\aid policies, expectations may Rave
only tangential congruence with the expectation embodfed in the reouest general deveiopment
.policies are frequently outside hiy contro’l he i subJected to ditfuse expectations from the’ arena.olt
:public accountability, he.is. continually harrass d by either a paucity or a plethora of information .
7which may Qr ‘may not bear on-his. responsxbilig'es, The- difficul ies are manifold and the pressures
. . are great fox‘ doing almost anything, as long as ¥
T why there has been 80 little satisfactory evaIua
"The active verb 'evaluating' has been ) sed in-the title of-this discussion paper rather than
the noun evaluation' in order to focus attentio o’n an active process: long term evaluating which
might take. account of what is a long range conti ually varying development process The extent of
evaluation of any time point cantbe expected to \rary as well as the procedures of evaluating What
‘A., : should be aimed at, accordingly, are evaluation strateéies which w111 produce evolxving information .
" systems relevant to the many facets of decision-making- about development along a,broadly hased .
. continuum, nepending on the decisions which muist be made/ at any time pomt, the conditions of ‘
evaluation will be changed 1t 'developrnent assistance' ina general sense involvesf q'hange, thentit
X * must be expeoted that obJectives will shift w,tth the changing context. The evaluating strategt a8 will_
S ‘have to' vary accordingly
‘ ’ Th‘ese general p
s «~, Ca..adian» development ass}stance Canada has had over twenty years experience in the f1e1d of

- educatioh assistance AsSessing assistancet in terms of the obJectives which were- set at thc outset

B e T T S
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vels exist in the minds

‘methmg is done It is understandable, accoraxngly,

.c of c. velopment assistance
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ropo icns arise from & growing sensitivity to the pr’obrems of evaluating
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, came, a bulk, reaponsiveneu occurred Aasumptions were made that the resources requested were

poIicy shifts General offers have been replaced by an integratec'i project approach. Areas of . .

" st“ages? ‘By paying extensive and prolonged attention to problems enunciated by recipient countrées

: communication for choxces and for adaptation ofithe resources?

"_J included in the review The aim ig to sensitize those engaged in thé evaluating process. Information .

"iq not viewed as. management data which might assure increased operational efficiency, the obJective.

R TI O R b » . . ., . e o
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of the. p‘rogramme has been’ found to be extremely dii'ficult. many development variables entered the . :
proceu, varied pi'ogrammes were occurring simuItaneously in the recipient conntries, changes in ‘ ,"
general development orientation were: extenai]ve "Lunited ambitiom': and an, often narrow perceptxonh . ’
of development in the early years prompted a Canadian policyrof general offers When requests

appropriate and wquld be aVailable in the continuing quantity and quality needed, It was also assumed .
that decilioné made for sectoral allocations _would somehow 'be balanced out in the recipient country, . .
Geperalized assessments which have occurred over the past twenty years prompted several

i)

apecial’izationtfor technical assistance have been delineated. Above all else, a.broader view of

development has begun to emerge The reasons for such shifts are not hard to find unemplOyed

school leavers, for example were occurring with alarming frequencv, fragmented and discorftinuous

assistance often meant that social and economic problems of a long term nature. were left unresolved.,

In con]unction with this awareness a re thinking of evaluation strategies is now emerging , o
'I‘he approach is stiil experimental 1n¢nature and involves "aising many basis questions

Can more effective development assistance be attained through intensive study in the ear1y planning

and on a country -wide basis, would more appropriate information be generated for decision making
within the country conc erned and for thoae in development ageﬁcies‘? By building a. selective

inventory of. emerging learmng resources in Canada, could p more satisfactory base be set for

- Pooling of all available and .current written information about a country from as many

iources as possible represents an initial procedural step. Although such 1nformation focusses

primarily on development plans and problems, historical ‘political and cultural 1nformation is also

"ot {he collection is'to '1n form evaiuating teams; 80 that divergent information when it recurs can be '

:a;

percexved as par‘ of a board de‘.’elopment picture Further, the sensitizing is: aimed at bringmg .
together factors which perhaps should never have been. separated in the first. olace For example a
narrow sectoral approaoh to education can frequently cause fragmentation and efforts are needed to
see many aapecta of human learning in many diverse lettings as part of a total development picture.
"' Such informatiOn must be supplemented soon by field site visits, A team approach.has been
adopted as a ‘basis- for compgp'ng perceptions, and for introducing varioua 'disciplines into the
generation of information There are frequent additions made to the team depending on. the current
feature of the overall review It muat be emphasized that pro;ect definition. is not a feature, of field

lite visits Wh,ether the visits centre on identifying educational innovations in Canada, or in




" are sought out who will challenge or re-define the enential issues. i

'to suit. many purposes Decilionl are required for example, at many. . administr

) and abroad, there are ahort-term urgencies o be met° and px:evioul commitments
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recognizing manpOWer development opportunities 1n a northern Nigerian state, the lationship of. the

) ‘:problems identified to a national or regional perlpective is continuoully sought A ove all, contacts

[ N ¢ .

After the field site \«isits. attempts are made ‘to put the information into a:zl accessible forrn ’ )
. ,

ve levels at home

[

) be honoured - ‘

. The px‘incipal task.is-to reconcile the immediate issues with long-range planning Above all, active J
. communication must be maintained between those who a,re charged with the development. policies in

the countries concerned and those responsible for aid policies and their adminlst ation. ‘
At this time point shprt intensive, in-depth studies may be- required as part of prOJect

deﬁnition Since the investigation may be- narrowed down to a speciﬂc sector such as education,

:the problem is to maintain a balanced view oT development in the: face of decision to be. made Jin an.

ilolated sector The luxury of in-depth studies cannot be ai‘forded in all the area “of development
wh”ich might impinge on the decisions It is. imperatiVe, accordingly, that decilions made for a

’ qgiven sector should include evaluation procedures which will include other important development ‘, L

variables Tbus, when decisions ere made for a project: in education assistance, evaluation must
include effects on the social economic and cultural life of the country The preliminary, intensive
country study can, often serve as the basis for setting out the appropriate variables and the
procedures for- evaluation ‘; (‘f . R AUTURENL S : .,

Given the long-term process orientation which was. enunciated earher, there would appear

‘to bi Justification for continuing to explore such strategies en an experimental basis Our experience
to date shows that although the.context of studies will vary greatly from country to country, the,
,techniques employed in evaluating hold the possibility of larger applicability. It is possible that once

'techniques have been clarified _much-of the responsibility of evaluation.can he passed over to. othcrs,

,particularly to- those in the countries concerned The role of the evaluator then becomes one of

:reﬂning appropriate procedures of studies, adapting those which have proven to be successful and

N 1

coordinating' the evaluating process as it m0ves thx:ough its many- phases on a broad front of develop-

ment assistance. - Lo 'f*‘

,', . . N .
Three principal considerations seem to hold some good possibilities for emergmg strategxes

’

of evaluation: L P < v
f, Each programme of the future which is aimed at deVelppment assistance should have an .

evaluation design buflt in at the conceptual phase of groject proposal This design will be '
comprehensive and will provide for: assessment of the impact of the programme; modifi-
cation of on-going proJects, and decisions concerning the fu.ture of a given programme

L

(focus, scope, continuance, termination).

[ . N B . R
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2 Each evaluation ‘design should be based on an analysis of the overall situational constraints .
P : b
3 “and. barriers %3 programme effectiveness. ']lhis analysis should include consideration of .
’ conditions and résources in both the donhor and the recipient countries ) o e
3. ’ Future evaluatiOp designs should provide for active participation of the recipi\ent countries
. e in the evaluation process, ",‘ L : ‘ : ’ ’ - O
We Rre now at the stage of experimenting with sucﬁ considerations, It is our hope that i
- \ these general evaluating strategxes will increase the quality of development assistance programmes
by providing for an ihcreased flow of meaningful programme inf’orr_n_ation between the rec1pient
[ countries and the development agency. - . Joe - .
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. . OF SOCIO ECONOMIC EFFECTS/(WITH SPECIAL REFERENCE TO .
- EDUCATIONAL PROGRAMMES)
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by G. Dahlgren. - _ : g "

.
v
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The main purpose of this paper is to discuss various methods to systen atize goal formulations and
t . ex- past evaluation procedures ‘within the public sector. B RS ¢ \

- Special attention will be paid to the, methodological problems encountered when evalualmg

public 1nvestmepts guided by social rather than purely economic goals such as educational proJects e

» I

Q ; ’ : C ) .
The present lack’ of social allocation theories, and evaluation methods is striking in parti-

,and programmes.

cular when considering that the. corresponding fxelds in,economic theories constitute major research
'al reas, The 1ncreasxng importance »f the public sector and a umfied social and economic approach ‘ .

s to developmfnt unde"line the urgent need for a systematic a.nal,/sm 1n this field

Our level of ainbition as regards these 1mprovements must howe-vez Le rather low as the

i ‘theoretical base ic misasing as well as our knowledge about ‘many ‘of the important, functlonal

) relationships within tlge public sector. We s1mply do not.know the linkage betw,een,\ for example

ecoromic jneans and cértain social ends. s , - . ' ‘.'Ctx
", The first question to be posed is of course what methodological approach we' can apply in

order ‘to systematxze and structure the problems to be discussed Most of the available au..‘"ti.cal ' A

tools as regards evaluatxon have Deen developed w1th1n the pruate sector and are - explicitly or

1mphcitly - usually based on profit or growth goals. If these yalue premises of the mefhod as such,'

are: not recogmzed when such a method is tx;ansferred into ‘the public .sector, 1t  may very well be

that the method chosen rather than the public goals - stated directs the allocation decisions,,and indi-

° mates what should be consxdered a success-or failure. . ‘

- ... -

) Assumqfor example that we applied the t,raditional market-based mternal rate of return ) .
method as an allqcativq tool far educafional programmes. .Thi§ method r)resupposes that the bene-

fits from the ‘programme analysed are to be. expresséd in monetary' terms. The incomes created o

througp educauon thus become the benefits to be conmdered . : '

.
M >
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" in the development plan than upegrading of low mcome agricultural extension workers? v .«

°

- ) . * -~ - — v .

. ‘From this follows that the more 1ncome generated through an educational programme the .

h1gher pmori’ty it should be given because a h1gh internal.rate’of returnin economic growth terms |

is cons1dere&‘to be the besf 1nd1¢ator of a. sound and productive investment. a c. )
Let us now apply this philosophy to reahty as it exists, Is 1t in hne with the existing .
polit1cal will to consrder education of women less important. than education of men in all societles

where the men trad1tiona1]y get the better paid jolg?

Should 1rf—serv1ce tra1n1ng of h1gh income: night club managers be given a higher priority
'
Only if the policy - makers answer questions “Buch as these with ' 'yes, ol cougse‘ can it be N
assumed that their goals and the implicit goals of the analytical.-tool are in line,with each other. \
If they, én the other hand, do’'not agree to the stated priorit1es tgen it must also be recognized that

th‘e market based 1nternal rate of return f1gure is fiv. a relevant indicator for establishing educa-

tional priorities and evaluat1ng the Success of a training programme. )
-]

To: claim - as sometimes happens - that the economies of the market are politically neutral
only reveals e1ther a narrow-minded 1ghorance as ‘fegards alternauves or more likely a 'technlcal' o
approach to policy- -making, . R . ) . ’ “

Instead' the evaluator mst deriye the benefits as well as costs from the pohtIcal goals

o

stated. In order to carry out this tasl-mt may be useful to systematize the various steps and.levels’ .

of evaluation, e . ‘Y a
. . ) "
. - v * :
” -~ * Al - - ~ * >
’ . . - . . Y
- 1, A systematic approach fo evafuation s, ., s .
n.valuatmn is.a continuous process from the moment when 2 prOJect 1dea, is barn to the day the Lo

results and efi‘ects of a certam proJect cannot be related to the objectives of the projegt. Project,

evaluation must thus be a continuous process integrated in the planning, implementation and follow-
un “hases of the project.™ This gystematic approach to evaluation can be illustrated in the figure .
on the following page. . ) ' o

In this figure, the left wing of the 'V! illustrates the planning phase startlng ‘with the
analysis of main objectiveg which are then concretized into. ‘sub-goals, production targets, activi-
ties cost est1mates and Implementation plans. The wheel at the bottom’ of the 'V' feeds planned
in-put 1nto the 1mplementatlon process, The right wing of the ' shows the follow up of actual "
results and effects The comparisons between planned and actual results (level 7 --3) is then

defined as built-in eva1uat1on and the comparisons between planned and actual effects (level 3 - 1y

, defined as special evaluatidn. , . % . oo Ny Co-
+ .
!
. . t A
. t LY L4 ) .
o
. * 40 ! °
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PLANNING ° - - , " '  FOLLOW-UP .
. o . :
’ A . £ o N, . ~
: W’ 1 . . ! a
. . .
:Main obj%ct‘Lves \ Special evaluation . Significance .
P Sub-goals (incl. es- o " ‘3. . ' "&.
L 'tnnates of total costs) : . \
Product Junits 3 Productivity ‘ f‘
, . ' , Built-in evaluation ' , . ]
, *Production targets .« { Actual productmn
' ) v 2y -
. -~ :
Activities . Activities carried out ) l
D) - - f . + * .
A / v -
% Direct costs ﬁ.ctual direct costs . -
? Al X ] M
. ) / . . »
©  Plan of operatmp Spiinel, Actual in-put - -~
. evaluatxon plan}y . )
N * : o 8 ! t )
- . N L4 \ .
[ . * . ‘
L
A ) The V-mode] also enables us to distinguish between the frllowing four basic concepts which .
. are to constitute the crnerstones in the evaluation: e .
v ~ < 4 < N » . . ' !
' ! s 43 Planned fulfilment of main goals i ’
) . _(‘ : 5 = .
v ) Planqed s1gmf1canc§§ \Est1mated total costs ' )
. . . : . _  Planned” productxon targets ‘ )
.- * ) - : : - Planned productivity = ‘Estimated direct costs .
. . . . : ’ »
. V- o _ Real production
. ) b - Real productivity " Real direct costs “ .
- . I‘ o » i .
\ _ Real significance - = Qe fulfilment of main/sub- goals« , .

Réal total costs
The terms will be used both in an ex-ante and ex- ~-post meamng " To d1stmgu1sh betweeg the .
"two we.are going to talk abbut Lential s1gn1f1cance when applied to an ex-ante situation with poten-

7 tial goal fumlment and potential (est1mated) ‘otal costs. Réal significance is then the term used for

ex-post analysis as it is based on real goal fulfilment and real total,costs, The same dxstmctmn is

*
of. course also made between potential productivity and real product1V1ty.

- 6 . . . .
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S The present trend i in most economic literature, only to cons1der the ex-ante concepts, is

‘misleadm’g when not made eXphcit and can easily creace the 1mpression that the d1fference between,
for example, potential and real’ significance is marglnal and that no ex-post analysis therefore is
necessary. Experiences, whenever observed and analy7ed in a systematic manner, almost w1th no

exceptions show how important it is to diéfinguish between data as estimated in the plan and as
. 4 [ .
. recorded in reality e o : . ) .

The 'foundation’ of this evaluative system thus consists of thc analysis of obJectives, goals
and-targets during-the planning phase., 4

AU Ca . PR « -
S0 4 2. Analysis of puthoals'

The importance of weJ—defined goals can.be described in terms of: "

Y

- Allocative power: . the extent to which criteria for establishing priorities
u S ‘.can be derived. from the stated goals.

Yo ’ - Management power: the extent Yo wh1ch programme dctivities ogn be
co relited'to and guided by the stated goals.

. - Evaluation pdwer the extent to- which progress made can be expr'essed
P ' * in terms of the -s\a,gd goals,

The first step in an analysis of an educational prfgramme is thus to define ag clearly as possible the. .

. bolicies wh'ich are to form the base f0r the allocation decisions, m&nagement cont,rol and evaluation

work. . . Lo g - . .

% .
\ * .

o" Most analysts would theoretically agree to the statemert that it is prerequisite for any’

analysis_in the pubhc sector to know what the pohcy -makers wan. te achieve - that is bem,g familg,ar

w1th their goals, But in practice few anatlysts -in part,ieular thoge using &:onomic research )

methods - star off their wor}c by trying to find out what these goals really are, ' *
- ThlS theoretical acceptahce but practical neglect of the political policies can sartly be

explained by tl‘e fact that goals are dlready implicitly given in most economigc models partly by <

=y

d1ff1cu1t1es 10 transform public policy statements into operational goals,

w

The above descr1bed evaluative approach by definition is not linked to any particular eco-

normc or social policy but based on-the stated pOllCle'S ina particular country for a particular . s v

sector or programme at a particular time, a goal analysis must always be carried out, In fact,
*it constitutes the véry heart of the system.

. . The anafysns of pubhc goals - J.S seen from the evaluators point of view - can be divided .
13to the follow1ng six maJor phases ' v * .
L. . . {(a) Describe the prbblem area ' . .
".. 7. (b) Identify policy outputs b
. {¢) Specify the goal elements

.« - . (d) Structure the goal elements .

o (e) Analyse the linkage goals on different levels {méans and ends test)
NiM Ana]yse confhcts between goals on the same level.
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These six stepé of the goal analysis, on which the following discussion will be based, {:an

be illustrated as below:

'A. Describe thé problem area

Y

B. Identify policy outputs

.

C.. Specify. the 'goal elerﬂents

~

&
'

™y

<
D. Strlicture the goal elements
. o

.
-

E. Analyse the linkages between
goals on different levels

F. Analyse conflicts between ‘goals
on the sanre level * )

Goal analysis-and evaluation of socio-economic effects”
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. . Evaluation of educational systems

4

-

2.1 Description of the problem area

_ Policies are not formulated in a vacuum. They are - or should at least be - based-on an assessment

of the present situation. The achievements to be aimed at. can then be indicated and transformed

via, e.g: a political process into pol1cy outputs. annual and long-term plans. An evaluator of,

e. g. educational programmes should not directly be involved in pohcy~makmg His role is to uti-
lize the policies gtated in the analytical work in order to help. the policy-makers to acquire a better,
understandmg of alternatwes as judged against their own pohcy statement. The evaluator can,
however, only plzy this role if he has some mmghts as regards the process of policy -making as such
and knowledge about the structure of the educational sector and content of the educational- plans.

(See separate paper.) )

L4

> .
2.2 Identification of policy outputs. ' ' .

Familiarity witH the policy inaking system described above is necessary when the various policy
outputs are to be 1dent1f1ed These outputs may be expressed in written documents or only verbally
stated. Some may be expl1c1t and clear policies, others rather vague., In many c}see it will be
next to impossible to find dny pol1cy guidelmes at all except the fact that a decision is to be or
already has been taken. But one thing is for sure: goals always exist as long as the purpose of a
programffne or a project is to achieve something. It is this somethmg that the evaluator n}ust
identify. As the structure of policy -making varies between countries it is impossible to give any
general indications as qto where to look for policy outputs in gévernmental bills, developing plans,
committee bhckgr’ound pap‘ers,‘ plans-of operations, legal-documents, various protocols, budget
presenﬁtations, etc., etc. The only advice to be given is that the evaluator take the time needed to
find out what exists and what does not. One may arg'ue that it should be the policy-makers' job to
communicate their policies in such a form that the evaluator never had to search for the informa-

tion needed, But as this study tries to face reality as it usu'a_\.lly exists such a recommendation-is ‘

<

L3

seldom a solution to the problem to be solved.

Instead we will cons1der the qualxty and relevance of the policy outpuis in order to facilitate

the riéxt step of the goal analysis - the defining of the goal elem'ents. >
The quality of the policy outputs only refers to how well'they are defined which, of course,
& A N

'has nothing to do-with the quality of the content. . . . .

]
< a?

L4
The rélevance of the policies must be determined with reference to the structure of the
pol1cy makmg institutions. The reason of course being that in any field of public activities-there

exist various opmions of what ought to be the policies to be followed If funds are to be allocated

3

within, e, g. the educational sector, various mterested groups such as the teachers, pupils, parents,

officmls at the ministry of education, political parties, leaders at regmnal associatxons, etc., are
intcrested fo influence the deusmns to be'taken.  The evaluator is of cours,ze,not the pne to judge what

. . ¢
~ ~ -

a4 *
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are to be considered good and bad policies - his task is to consider those policies that are formu-
lated in accordance with the accepted-policy -making process of that particular country for this
particular type ‘of programme. Neither is Le to 1ntroducemls -own political views 1nto the analysis.
This may seem self- ev1dent but how many times have not analysts 1ntroduced theor.et1cal models
without recogmzmg the implicit policies then apphed. It may sound more sc1ent1f1q to refer to
areto optimality than to a vague governmental bill - when analysing various expenditure patterns
for educat1on. In terms of relevance for the evaluat1on the simple truthis, however, that a policy
formylated by the government in the country concerned (e. g. that the reglonal distribution of nevv

v schools @hould be cons1dered) is far more relevant than the policy ideas of a prominent econom1st

s from Italy in the beginning of this century (whlch includes the idea that redistributional pol1c1es are

2. 3 Spec1f1ca(1on of goal elements ¢ . .o

‘, , The relevant pohcy information 1dent1f1ed is now to be transformed into what can be called goal
elements, that is to say formulated in operational terms from the programme evaluator s point of
view. In the ic!eal cas:\me policy -makers may present their guidelines not in lengthy and vague
statements but as precise goals, Usually, 'however,' it is not only the task of the evaluator to .
1dent1fy policy outputs but he must also specify the operational elements in these policy declarauons.
. A set of goals are usually considered operational if all the individual goals are measurable
, in relevant units and if the individual goals 'form a logical aud-unambiguous Whole in such a way
that they can be achieved simultaneously’ l/ The strong emphasis on quantifiable units has often
stxmulated analysts to consider only those goals that can be expressed in operatlonal terms and ’
neglect goals that cannot be expressed numerically. To avoid this, one may either stress that both
operat1onal and non-operational goals should be 1ncluded or widen the concept of operationality to
*nclude all goals that can be formulated in such a v&ay that the goal fulfilment can be described
either in quantitative or qualitative terms. AN .
We are going to apply the second definition of\operationality vvhich then will include a quan-

t1tat1Ve, qualitative, d1str1but1onal .as well as -executional dimension,

- =

The quantitative dimension

The basic meaning of operational being measurgble it is obvious that the quantxtat1ve expres-
SlOnS of the goals are of centralfg.mportance. The extent to which it is possible to qaantify different

types of goals and thus benefits are to be disgussed in some detail below,
> . .

’ PR “ .-
< .

s ' 1/ Tero Pitkanen, Mwmmum p. 207, A

ERIC. . m
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The. qualjtative dimension » ' ' c

' This should be considered both as regards the qualitative aspects pof, the quantifiable units
(e.g. the quantitati\'é uni.ts 'student examined' can be qualitatively described in term's of minimum
knowledge required to pass the exam) and for such aspects of the goal that cannot be quant1f1ed
le.g. descr1pt1on of what is meant by the gnal 'a more democratic soc1ety') r.

What is 1mportant is that the language used when describmg the quahtative d1mens1ons is
as clear as possible. Or;ly one interpretation should be poss.ble The socio-economic evaluator
probably has a lot to learn from pedagogical research in this respect with its taxonomies describing
in a systematic manner the ‘qualitative aspects of various educational goals. A major research task
would be-to replace the so-called 'neutral’ check lists with similar taxonomies focusing various
macro goals related to educational systemnis,

The following example shows a gradual specification of both quantitat1ve and quahtat1ve
goal elements for a teacher train1ng institute in Kenya 1/:

The first tentative definition of the purpose runs as follows: )

“The goal of the'teacher training pro;ect is to~remove the shortage of well- qualified
teachers ina short time and at a low cost by produc1ng a number of Well-qualified teachers.

Th1§ is a rather general statement without any reference to the Kenyan situation wh;ch

. also lacks a t1me d1mensmn A “ . K

. )

Policy outputs presented in the progect documents enable the analyst t. formulate the

following: ,
"The gral of the Kenya Science Tedchers College (KSTC) is to contribyte to the removal '
of the shortage of Kenyan Sl science teachefs in a short time and at a low cost by 1968 produc1ng 44

'47 by 1969, 98 by 1970, 128 by 1971 and from 1972 onwards 144 well-qualified, Kenyan S1 scg”ence

”» .

teachers glven a three-year course. " T & -

The quahtahve goal element ‘well- qualified S1 science teacher’ is then specified: and the
definition of quant1tat1ve and qualitative goals for the-KSTC proJect would then be as follows:

"The goal of the KSTC project is to contmbute to the removal of the shbrtage of Kenyan S1
sc1ence teachers in a short time and at a low cost by 1968 produc1ng 44, 47 by 1969, 98 by 1970
128 by 1971 and from 1972 0nwards 144 we11-qual1f1ed S1 sc1ence teachers given a three-year tram—
1ng out of whom the academmally superior will qualify for upiversity entrance and the rest, pre-
fe rably all, w111 serve as Sl science teackers for such a time as there is a shortage of S1 science
tPachers in the country, trained so.that they have’ academically reached a standard equivalent to’

Higher School Certificate in;their two major subjects, that they have a broad basis of scientific

- . ‘ . o
A

' 1/ 'Presented in a study by Olga Linné: 'A soc1ologica1 pedagog1ca1
evaluation of Kenya Sc1ence Teathers College) Uppsala 1970, p. 23-217.
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knowledge, that they have ach1eved gkills in, positive attitudes to, and knowledge of progressxve

teaching methods, that they will be able to function as innovators of these progressive teaching
methods with respect to their pupils and teacher colleagues and that they have a good knowledge of .
social and eeconomic eonditions in their country go that thev-are able to serve as-well-informed ‘ )
opinion leadersin theirown local ,communities. " . '

4

{1t should be noted that this def1mt1on is not an official exphc1t1y stated system of quanti- >

tative and quahtatwe project goals ~but rather has been developed from interviews with the College

" staff and from documents available at KSTC in Nairobi). ' . - ' L

0 ]

The dxfférence in eva1uat1ve power of the last.as compared with the first spec1f1cat1on of

goal elements is obvious both as regards the quanntatwe and the quahtative dimensions. The rele-

vant questions to be cons1dered in an ex-post analysxs are thus a.utomat1c.=111y given in the latter g0u1

fdrmulation and mclude for example TN . ’ - .’
'To what extent does the. KSTC pro:ect fulfil the godl of an. annual output of 44 by 1968, . . '

47 by 1969, etc.?' . . ~ . . » .
" 'To what extent and for how long will the Sl science'teachers graduated from KSTC stay in ,

the teachxngprofessmn'?' s N . ; . o
) .

Does the’ KSTC project change the students attitudes toward more progresswe teach1ng

: methods?' . - - - . ) . I

It may be 1nterest1ng ,to recall at this point the difference between an evaluation - _based on |

specifications of relevant goal elements - and trad1txona],,market-based internal rate of return eva- .

T luations based on.income generafed. In an ex-post evaluatxon it wou1d be cons1dened a faulure if the
trained teacher never became a teacher but accepted jobs in‘foreign private firms operating in the
capital. With the latter method this may be con51dered a success’if the pr1vate enterpr1ses pa1d a

}ugher salary than the government cou1d offer sc1ence teachers. ; P L.

The distributive d1mension covers both dlstributlon ovel t1me .and distribution between

_various target groups We will hmit the presentatxon of this dimension to the distribution over nme

a
4 -~ . : i
A . -

- and betWeen groups. " ’ . . ’ R

. , LTS

The dxstnbutxon over time can be descnbed by a startmg point (base- line) varxous check-

v

poxnts during 1mp1ementatxon ant a spec1f1ed t1me when the f1na1 goals are to be achxeved. N
¢ The base-hnes serve the dual purpose of informing the decision-maker about. the present
situaticn and thus improve the base for decigions as well as they enable the manager to foilow the
goal variables over time as from the time before the programme was implemented.

The checkpoints are particularly important for the management power of the goal A goal
stating that 1,000 teachers should be trained within a ten~year period is. St operat;onal unt11 the e

) ' yearly output of teachers trained is specified. This can easily be understood when realizing the

”»

differences in implementing the following fwo different ,output series (Alt, 1: 10 X 100,
o Al 2:5x20%5x180): . ' ’

L)




‘crude but clear distmction between what can be confidered real and. 1mag1nary goals respectively
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, 2 . !
The evéluative power of the time dimensxon of a goal is self—ev1dent. No-one would con-
sider it irrelevant if the 1, 000 teachers Were trained during a 5, 10 or 25 year period.
In spite of the obvious and absolutely crucial time dimensmns base-lines and checkpolnts
are often missing and some educational poIicies are even lacking any reference to time.. A goal

w1t’hout the time dimension can never be considered operational,

The distribution between various groups (e, g. classified in terms of income, age, sex,
or geographical location) is equally 1mportant but in spite of this often neglected in- most public

goal fOrmulations. Just as goals always exist - at least in an ex-post sense - 80 Go target groups.

When known, such distributional goals are usua.lly either very vaguely formulated (equality is
important) or belong to the implicit goals that fall into contradictory pieces if expressed explﬂntly
Another reason for.the lack. of distributional descriptions between groups is that the present, situa- .
tion is not known and thus the light of explicity will only reveal a lack of’ knowledge. Finally an ‘
often heard argument for not focus ag on the distribution between groups when appraising pubhc
programmes is that taxes and other 'distributional' policies take care of these aspects. .

' Any practical knowledge about reahty w111 however indicate that the distributional effects
of certain public investments neither can (due 10 its permanent character) - nor will (due to lack of
political power) be directly linked with other redistributional efforts. "4

How can, for example, a farmer in the couﬁtrys1de be compensated for a government

pohcy not to consider the, distmbutional effects of such public services as education.or health?
Through a general redistributional pohcy of progressive taxation? Surely not, Consequently the
specific target groups for a public investment must always be identified in a goal analysis.

‘The executional dimension . : .

]

The concept 'operational goal' 1mplies as described above, that the goal can be used as ..

an allocative, management and evaluatlve tool. The executional dimension of the goal describes

the extent {o which the goal in reality wxll be related to the allocative decisions to be taken, the

management process and: the evaluation workf, to be carried out. . . . , {.

Many political goals are expressxons of compromises and may be the most practical w.ly .
te avmd political co .fhcts. The goals then formulated may have no steemng power as regards the
deVelopment on lower levels.

I3

In these cases the techmque of 'reve’aled preferences' can be useful in checking to what

extent the decisions actually taken are in line with the policy statements maq,e, that is toomake a
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2.3.1 Bengfit measures actually applied when evaluating educational programmes

The identification of the beneﬁts for a certain pro;ect is the same as,the descr;.otion of the contem

.. _' of its operationally fdef1ned obJectives and goals. In spite of this 1t may be interesting to indicate
sore benefit measures as they actually have been used in various analyses in order to exemplify
. the posmbﬂmes and limitations to. express progress data in quantitatwe and qualitative terms.

These measures are, of course,.only to be regarded RS examples of potential- benefxts.
\

(i) The principal measure “of productivity is the increased earnmgs due to
) higher education-as igolated - as far as possible - from income effects
: ,determmed by' native ability, faniily backgrpund, social class origin, .
¢ *work experiences, ete, . VE ’
, Even if we Could isolate these factors.and all the relevant stat1st1cs ©
Were available, it dan.be questioned whether - from society's point of
view - income levéls-and productivxty levels were:strongly correlated
From the 1nd1V1dual's point of view the .earn1ng as such is of course-the
Yy . ‘ " criterion,of better opportunities and: poSS1b1e rise in level of 11v1ng oo
z:egardlesc' -Of the productivny ffect of the job performed,. .‘ N
When calculating the product1V1ty/income effects of education the actual
. rate of employment must be estimated (based on manpower plans) and
. ' not school -enrolment- f1gures, drop out rates, un- and underemployment
. ’ must be included in the analysis. . ’ . u

-,

(ii) Consur@tion benefits from education (the pleagure durmg and after
educat1on) is hard to measure and therefore often excluded .

[

(iii) Social educational benefits include; .
- greater flexibility and thus adaptability in a changing soc1ety due to
s ' . . education (greater security);
. - higher status and, perhaps, more 'wanted' type of jobs;
' - lower birthrates are often associated with education as well as
« . . - improyed health (due to better hygiene), ) -

1]

v

K (iy) Indirect benefits :
. . - other persons earn more due to the education of ‘some, e.g. employers,
subordinates, families (mothers-can go out to work when the children
) are in school); y b K
- E - less social cost for the public in the field of police protect1on, social
welfare, etc. (mainly relevant in Lurban areas in 1ndustr1a~1ized
societies). ’

S o C < . . i p
*(v) 'Inst1tut1on building effects ~
- developmént of an 1nst1tut1ona1 structure adopting and for\vardmg ) »

attitudinal changes with positive effects on the development process; _

. " « the maturxty and quality of the teaching institutions can be measured ;T

(e. g. by assessing the quality of the‘inputs). : e o

: , , ‘ (vi) Pohtical benefits - T

* . 7 thg importance of ¥ literate electorate, ) o,

-.fo‘i'gmg a national culture and in many cases a common language; Lr T

' , A - modernized outlook both as regards those educated and theip rela- . o
e tives. (e g. parents) and friends. : : e T

’ %
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el d (vii) - Distnbutxonal benefits

' " Education can bring about equality in opportunities and the distribu-
tional benefits of providing education to those under the poverty line o
,are an extrémely important policy measure to.decrease the gap -,

' between poor and rich, It should, however, be recognized that the
p;lace of renidence after completed school rather than the location of
the qchool is most important. A theoretical elementary education in_

a rural ‘setting may just increase the:unwanted urbanization and thus
unemployment in the cxties and be of no or negatxve effect for the com-
munities.where.the school was located.

"n’ a
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2, 4 Structurmg the goal elethénts

. The‘ goal ‘hierarchy: . o . t o
We have now reached the’ stage in the goal analysis where thé relevant policies have been
transformed into goal, elements which are as operat1ona1 as possible. The next step is to relate
these goal elements to various: pohcy devels, that is to say identify how ends and means ‘are. related
r L tor edch. other. ';‘h1s can be done by constructmg a goal hierarchy. ' .
R e

‘A goal hierarchy - .or a means and ends cliain as it is also é‘alled - can have any 'number of

1eve1s and is character1zed by the fact that ends on one level become means on another, (See the

L. f1gure below.) . i S . ' : P
e ‘ ,LEVEL X
: .
‘[ *
» , R R e R e ——
| . ¢ . LEVEL X +1
» ' C )
E‘ ¥
!- - > -» °
;, o R
L . " LEVEL X+2
R L S
f..
x R © ) ,-’ . .
NN
n For pract).cal purposes we wul use a, four '1eve1 modeél, These four Ievels are usually suf-.
L
; ficient when analyung a pub!:\. programme and can be referred to as main goals, sub -goals, produc-
E tion targets and activities,. -~ ¢ . ‘ . . o
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) The goal hierarchy can then be presented as follows: . c’

' ) [} v . . S ) N R . . ) .» , M .

S o - | Main goal | S "

: —_— , . .
Y. 6. - . . ] p. . . t

v » R ] .
. . Sub-goal I . Sub-goal . )
t T 1 e * . - ° o y
' s . - &* ~ I ) l I
A =
Prod target 1. Prod. target 2|. |“Prod: target 3
(p}ys reSults) (pers. resplts) -(inst. results)*
Il i { . f
- . . 'iC,TIVITIEi
e © costs | , ST

In constructing such a goal hierarchy both the 'top-down' and 'bottom-up' approach must be

used dependxng on thene;t'e:xt to which the alternatives are a Emor giv en Again it is worth under-
limng the fact that the ev a1uator has to try to structure various goal elements-into a goal hierarchy -
_should not reduce - buf stimulate - the policy -makers to do the same Mthe policy statements

are, ‘formulated. Thxs \vould be a most-effective way of directly meroving the cons1stency and

clarxty of almost all policy statements and stop the present presentation of 1solated ‘policy elements

o various 1e\'els T . ’ ' )
’ Assume for example ‘that the pohcy makers. formulating the main goal for foreign aid in an
expendxture fxgure (e g. GNP) had tried .o formulate some productxon targets. \\:hen realizing that
spendmg o ,re'gardless)of us,e - hardly constituted any base for allpcatxon decisions this main goal
hao probably been expressed as a resource base related to some main more meaningful goals if
one d1d not accept the fact that, for example, 10, 000 monetary units (MT) spent on a Rolls Ro\ ce
automatically are ten times better than 1, 000 MU spent on educatmnal matemal »
. This example may seem tou be out. of touch with reahty 'as no Apo,htxcians act \\1thout con-
'sfxderxng the use’of the money . But when realizing that most public poliqies are expressed not in
ber"*..t but expendxture terms (X MU to the educational séctor 1nstead of staung the main benefits |
to be achieved’ through an ,expenditure of X I\IU) the above< example is neither irrelevant nox an

¢

undue over- simphhcation . S o BRI
The goal hxerarqhy also enables us to apply the central concepts of significance and pro-
ductu 1ty described above. Planned and real significance 1s then related ’to main and sub- goals.

while the numerators for planned and real producti\ity are to be found on the production (output)

a

level, - .o T : .
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2.5  Analysis of 11nkages between goals on different levels

.

The logic of the goal h1erarchy, Which imphes that the various goal elements are 'sorted 1nbon the
appropriate levels, must be 1ntegrated with an analyms as regards the hhkages between the diffe-

rent levels "This is usually called an ends and.means or a means ahd ends test depending on whether

thg 'top-down' or 'bottom-up' approach is used .. 7 ‘ .

‘One way to understand and describe these linkages is to look upon the various goal levels
as Separate subsys‘ms and- then try to see- how these systems are linked to each other. Assume
hat we ax/‘@to ca-rry out an ex-post means and ends test, The starting point would be the input
system specifying what 1nputs (1n terms of e. g money, ma.npower, goods and services) actually
‘had’ been provided. The linkage between the 1nput system and the proJect system is revealed through

questions such. as: Was the money used in accordance to the: plans? Could the manpower resources

“be utihzed" To ‘what extent were the goods and services prov1ded successfully absorbed by the

proJect system? What 1nputs were missmg (lack of hnkages)? The prOJect system then transtrms
. these 1nputs via various activities to outputs. The lmkages between activities and certain. produc-

tion results 1s of course of extreme 1mportance -and is usually a problem to be ‘studied by a subJect

B ° .

The relationships between the prgject system and the subsector to which the pro;ect belongs
is.of crucial mtportance. . v - . ' .°

To consider only production and produ¢tivity has in many cases 51mp1y 1mp11ed that the
wrong outputs have been produced more e,ffectively (1mproved teacher traimng for the wrong types
of teachers, increased production of products w1thout a market, etc.). In other instances isolated
produ(itivny analyses have stimilafed the dec1s1on ma.kers to try to maximate a certain type of pro-
duction without relating it to other related project systems and higher ends. A positive effect of
stressing the relationships between means and ends is also that the subJect matter specialists have
to relate their knowledge and recofmendations to -a wider and more dynamic context instead of

hmmng the1r wewa, e.g. the prOJec. system. If this type of commumcation is improved the risk

“ , ‘of the 'white eleph.lnt' projects is reduced and every subject matter speciahst has to come out of his

L3

professional jargon in order to relate his job to the others' in/order to achieve a common end.
R .o : . % 1
4 v 3

2.6 * Analysis. of conflicts between goals on the same Ievel . ¢ o

"The gov ernment of any soc1ety may bLe vxewed as composed of many competingbindinduals with con-

flicting goals", l/ The last part of the goal a.nalyszs will focus on the understanding and formulation

of these conflicting goals. The, whole process of resource allocation can of course be considered in

- . R L2
)

1 J Alcsm, 'lmphcations of Property Rights for Government Investment
.Choices!', The American Economic Revaiew March, 1969,

‘A'
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. The more limited scope of this ana1y51s 1s to discuss some possibilities and: constraints in ordeér to,

L] . v .
* - .7 . ’ . s -
s Goal analysis and evaluation of socio-economic effects . A
N b3 . g
t . w '
M -~
. °

e

. terms of various goal conflicts as more resources to one programme result in less. for another.

'determine relevant trade: o,ffs betWeen e.g. stated production targets or sub-goals in order to
‘create a base for the further analysis of the resource allocation problem. This-is to be consxd.ered

an-alternative to the present trend to neglect exxsting goal conflxcts at the policy level and only con-

» >
'°sider one goal at a-time, ) P '9 T

. In'terms of political slogans the goals for .education, health and- 1mproved comm'unicatxons

may then be formulated separately in very general terms, Expressxgr?s such as 1ntegrated unified,

or balanced approaches nay uwowever give the public an impression of a consistent whole. From the

programme ‘analysts' point of view such goals,.resemble more of a- wxshing list than a base for any
allocation decision.. . : T " - -

¢ What is for example the meaning of 'balanced regional development in the field .of. educa-

tional facilxtles . I it"to be interpreted as if the differences between rich and poor-r>gions in a "

country should be reduced (balance = equality) or remain unchanged on.a higher level (balanced =

)pnesent distributiorial pattérn)? C . o . N
A sxmple systems approach can also, when analyzmg relatxonships between goals on the

same level be préferred to a static’ expressxorﬂof a single goe.l as 1t helps tne policy maker and
L

evaluator to understand the dynamics of the various goals. .

A major t"ask for the evaluator is-to 1dent1fy inconsistencies thhin the goal structure and by,

making them explicit hopefu11y improve the technical. quality of the goa1 either by stimulating policy-

makers to reveal their preferences or by structurmg the avaxlable goal 1nformation ina systematic
way. . . ’
I3

Not until the’se steps in the goal analysis are carried out can the identification,> enumeratxon

and valuation of relevant benefit expressxons of a part1cular educational programme be focused and

ar ex- post evaluation - from society's point 6f View - be usefl for policy-makers and managcrs.
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THE ROLE OF SECTOR STRATEGY AND SECTOR ANALY\SIS IN THE
PLANNING OF SWEDISH INTERNATIONAL DEVELOPMENT ASSISTANCE
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The guiding principie of Swedish international development assistance is the recognition that blanning,

1mplementatlon, and evaluation of development programmes and projects is primarily-the concern

_and the responsibllity of the developing country-itself. Swedish asgistance is country oriented,

inasmuch ag it proceeds from the needs, objectives and priorities of the reci’pient country ’

1. For Sweden 8 prmcipal developmgit partners, SIDA's long-term planning of bilateral ' .

Swedish development co-operation takes the for}r: of special assistance prograxﬁmes, _so-called

country programines. . This is the central planning document

It emanatesufrom the recipient

countryqs own plans, priorities and .wishes, and indicates as well the volume and centent of the

Swedish development assistance to the country. The country, programme consists of one descriptive

part and one containing recommendations, the latter forming the actual development assistance

programme

2, The sector strategy and sector analysxs are Qreparator3 instruments which provide, the

I}

e

it .

.

N

. basis for discussions on the content and form of the development assistance programme

3.” The sector strategy, the sector analysis and the sector plan are the three - main-concepts in

any one sector

<
-

4. The sector plan is synonymous with the all-mclusivef_plans for the total sector as expx essed

1n the country's long-term plans, for example its five-year plan. It should include erivisaged

development in all the sub-sectors within a particular sector.

Swedish development assistance is

in this context merely marginal as Sweden cau give support only to certain pro,;e%:ts or certain

acétivities .within the framework of the sector plan. The needs are often immense and far exceeding

the resources avmlable

For this reason the sector strategy and the sector analysis’ are essential.

5. The sector-strategy is SIDA's effort to clarify its own concept of the sector. It is vig-d-vis

the developing partners in no way normative

It must not be used or interpreted as a directive for

any one particular country as to what it ought to undertake within the sector, nor as the soleicriteria

agalnst which the scope and nature of £he Swedish development assistance should be decided.

51 s
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6what ig rcquested because of the financia.t nmit constituted by the target figure set for that particular .

. strategy is necessary 1n those ca
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Priorities and wishes expressed by the recipi'ent country are.focal points.in the sector as
’ ‘ o ° o :

o , ,

The sector strategy is exclusxv ly a document of the donor country In the first instarce,

elsewhere,

L)

it in(‘hcates how the donor country wo d like to regard J:he sector, the categories tobe analysed
withiin the sector, the’ type of mfo]lation reeded: a.gd reasons for ’che cnoxce. Secondly, a sector
es where the developing partner’submits various proposals which

it accords the same degree of priority or urgency, but where SIDA can only contr1bute to part of

. country. Wher'a sxtuation amses where selection of prOJect/pl‘OJeCtS must be‘made the pr iorities

" westablished in the sector strategy should apply Thirdly, the developing country may often request

-
-
1 4

advice qr assxstance relatmg to the planning foi the sector, In such a situation it is essential to be
\ » " .
”c'l‘ear as to-one's. own position, Any advice,or help should nevertheless be given in the context of the°
» N [

general premises of the country's own sector plan. . e ° >
A

f . ~ The gector analy51s is a document where the sector: plan and strateg’y are brought together. .

It is the central planmng instrument for the sector. A str_ategy is-only the prerequisite for the.

analysis. '_ . b o e . . ¢

e

Analyses of the educational sector are conducted in those countries where development

ass1stance ir the field-of education is requcsted The anaIysxs should be made agamst the background

of the Sector strategy and contain one descriptive part and one in which comprehensive andldetauled
Justifications are given for S.vedish contributions to thescountry s development efforts. The sector

analysxs is condueted by the SIDA dlw.smn concerned and serves as a working document which,

-

inter aha, is submitted to the area d1v1s1on forming a basxs for the latter's.work” of programming,

(o won
4 .

. s
S+ dev'l'opment ass1stapce to ‘the country 1n question - : . :

¢
7. _» The working out of a sector ana.lysxs consxsts of fivé main phases: .

(a) A draft de.scription of.‘ the sector,, based on avaxl:able documents such as development

N plans etc, . N °
, N

(bYAn outlme for an analysis of the development and.problems of the sector in the context
of'the descnption under (a). AL - ,

- .

(c) £ listmg of questions that are unclear in connection with (a) and (b). :
\ (d) An invéstigation or study of facilities in the country, and wsxts to the authoritms

. concerned in order ‘to identify needs. . .
. (e) Finalization of the analysis. = °® - ’ ‘ ‘
The questions raised under {c) sheuld be subinitted to thme authorities of the country it question prior
to tho field visit. . ! IR o |
X |

‘8 The analysis can be cohducted by the Development Assistance Office, SIDA Headquarters

(Cducation division) by consultants, or a combination of the alternatives nuentioned,, depending on

A 4

what "{s most suitable in each case. . .

» . . " .
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"9, The descr1pt1ve part should, among other thmgs, include: ‘
(a)'The 1mpLortance of the sector in relatxon to the country 8 entire planning g P
{(b).The expressed obJectxves for the sector. - . « o,
‘ (c) 'l‘he 1mp11c1t ob3ecti:ves for the sector (as indicated in the plans). ' o
‘ " (d) An aéco'uxft of possible conflicting objectives. .
Qe) The structure of the sector i.e. the educatxonal system, length of education, age, -
levels, etc. . 7
R _ (f) The size of the sector e. g. numbers of students attending a part1cular type of educatiori.
(g) The administrative structure of the sector (descr1pt1ve) . v, .
(h) The extent to which the sector,is. mfluenced by.'external’ ‘factors in society e.g.
. economy, politics, cultural condit1ons, social structure, language problems, etc. Thxs
. is. an important pant of the work because solutions to the educational:problems are to a
large extent to be found beyond the conﬁnes of the educational system and structure
) Target. groups: and.regmns. L ‘.‘ . o 'Q H S s
¢ {(j) Follow-up-investments or supporting measures e. g. in relation to.costs which-the sector
 plan might imply in 10-20 years, ) oL .
: (k) Financlng and costs of the sector, ' e
) . (l) The safeguardlng of the employment aspects m.the sector plan. - . L
. (m) Development assxstance from abroad and its effects for the sector. F ) .
(n) The. exl,stence of evaluation within the sector and, if so, the methods used. 4
. ‘10. .The analys1s should, .among other things, deal gvith: . '
. (a) Shortcomings - explicxt and implicit ~ within the sector, its plannmg and admmxstratlon.
: (b) Degree of realism in the planning. > . o T )
(c) Degree of inter-relatedness/ integraiion within ihe sector. Do the sub«sectors and the :
. projects within the, sub-sectors together form &-wéll-coordinated whole? ( ’
(d) The gxtent to which the obJect1ves are ach1 +ved w1th)§the sector. ' 7 ‘
.(e) Whether plans for the sector are reahst’c or merely formal i, ¢, dov ihe real prio ities
concerning fmance, personnel afid: measures correspond to the pr1orities expressed in -
the sector plan? A ERE co
11. Recommendatxons for Swedish development assistance are' made on thé. basis of the Y '
country s own wishes. Preferably, each sub-sector for which assista;xce is requested should be l .
regarded as a single un1t,‘ and proposals submitted should indicate in terms of percentage how much
of the Swedish deveiopment assistancetintended for the entire sector should be allocated to each
’ +sub-gector (primary school, adult edu¢s,txon, etc ) ‘ "
¢ Within each sub-sector an account should be g1ven of the more 1mportant projects for which
Swedish assistance might he consxdepe‘d._ :1‘he d.\scussions on this ass1stance, however, chould be
closely related to the sub-sector; the mentioning of projects serves as an example énly: v .,
. \ . s . e - ‘ .

A

The role of sector strategy and sector analysis
(ﬂp
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,The country 5 mshes .oncerning the total resources heeded for a perlod of 4.5 years for
the projects w1thm the sub-sector should be indicated. The regources can be in the form of credits
and grants compris1ng furds, goods, consultants and staff.. ' '
Presented in this Jform; the recommendatlons, together with- o@gx;oparts of the ar'alysis can
fox/-m the basis for an agreement for the whole sector, n.b, w:.thln the frame of Swedlsh develop-
ment assistance to the whole country. Thus, an agreément with the country could encompass the .
* totdl assistance to the sector, possibly w1th specifications for the sub-sectors whenever appropnate. "‘
"The questlon of allocation between the-different pfOJeCts ‘and the type of agreed upon resources to he
utilized would then be settled directly between the competent authoritles of the recipient countz:y and
SIDA A sector analysis would thus fac111tafe the p0551b111ty of the donor co&ntry to move away from

predomlnantly 1nst1tu"10n or project-oriented Assistance to & moce ﬂexible form wh1ch could better

"serve whole: sub sectors’and perhaps even an entire sector.

The sector analysis should be submitted in English/ French to the recipient coontry for

.

approval,

»
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Document No. 5 Lo S, ~ )
° AN APPROACH TO EXTERNAL EVALUATION OF TRAINING ’
s LEY . , , '
% g - . ' »
N by I .l}hman N ,
. . ¢ e
¥ <
- ) ' o a
T, “Evalubtion 'sistex'ns; a general outline ’ g
. C - , ) L

Wickstrdm 1/ (1966) g'ives the following general outline for the relationship between different types

-

~of evaluations

v

"The purpose of a project evaluation can be said to investigate whether a system has moved
‘towards the desired goals, and if this is not so undertake corrective action. The time-scope
for evaluation can be either pre-project (appraisal) where it usually is a question of choosing
batween alternate projects or sizes and compositions of one project; during project, where
i< is desired to change activities (or goals) continually for better goal attainment; or past-
project (ex-post), which is a final calculation of the degree of success of a project. A
past-project evaluation. .can,, of course, be considered pre-prOJect for new underta.kings

r depending on the lessons learnt, -

o N [y

_ There are fou Tequisites for a project evaluation: the system has to be knowu, the goals

have to be stated explicitly, the goal attainmaznt has to Be measured and finally the goal
tt,ginment has to be attributed to the project and its different-parts. The more ambitious

approach and one which is necessary for gradual adjustments of the prOJect is to assess
ihe relationship between different parts of the projects, and goal attainment, i.e. to assess
the effects of the project activities., In integrated projectg this can be difficult and one has
to be content with a 'black-box' approach, where the inputs are measured and the outputs,
but nothing ig known about the way the inputs produced the outputs. &

To make-the pro_1ect workable, the main goals have to be.decompoged with an incz easing

,Jamount of specificity and«detail, The activities will then be designed and implemented In

‘an after-measurement the goals' atfainment will be measured which starts with attainment{

of detailed, specific goals for each activity and finally builds up to the goals for the whole
project, as igs shown’in the figure 1 below.' o

¢ *1
v

o lltBo Wickstrdm, 'Viewpoints on the evaluation of the CADU .
- " project (Ethiopia)!, . ot
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F,‘.igurev-l. The gbal - activities - goal-attainment sequence

Main . _Sub- ___)ijoduction JActivities__ Target __ .Subgoal __ Main goal

goals. “goals ‘targets programs attamment attainment “attainment

Hence after what could be considered as the planning and implementation phase m the

sequence the remammg stcps are introducegi in the reverse Drder i.e. startmg at the lower goal

— level and endmg up in the higher. . o - ’ ) . .A{. '
Three fundamental concepts in connection w1th hfe-cycle of a prOJect new remain clear;
- - planning - 1mp1ementat1on - evaluation, T PO ’ vt
‘ I‘1gune 2, Planmng - 1m->1ementat1on - evaluatmn . ) .
. Plan PR Implementatmn , - Evaluation ) . .
q A =\ A— —= A - — o
Main- " Sub-  Production Activities  Target Subgoal Main goal ' - )
' goals * goa.ls_>targets ~ 7 programs >attamment attainmenit attainment )
Now, if the- sequence is transformed into a V-shaped flgure like the one in Figure 3. _The,
’ interconnection betwéen the different. phases will be made more clear. R )
‘ a Fm’ure 3. Intex‘connectnm between the different ‘bhases = . .
* T Plan _ " Outcome ’ C .

.

. . ' . o L I s
LN . v T = ‘*
M s . N
. L .
N

. Main .goal

" Maih goals (MG)
T outcome

s
t

v
Ny

- Sub geals (SG) —— Subgoal outcome

Target outcome

Production targets (PT)

»
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An approach to external evaluation of training

-
L]
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-

N

N The evaluation consists in compariné the plan with the outcome. Or-to put it in another way
you \will always-have.an input in the system through your.activities ,and you will always get an output
ora result But the output is not autOmatically'to be referred to as the.goals of your plan. First

an eva.luation (i.e. compamng outcome with plan) has to be carried out. Only if the comparison_
i Tl
. equalizes the o\utput ‘with your goals you will have a complete goal attainment, !

More efﬁcient eva.luati.on systems.consist of two ‘complementary parts - a built-in eva.luétlon

‘system - and a specia.l eva.luatio1 system. : . ’ -

The built-in eva.luation system is a kind of management tool which will enable the decision

‘maker to undertake 1mmed\i te correct1ons in the course of the project. This system mainly 1eans .
on r.eporting as the device for da‘\a collectu.";. However, the difﬁculty rests in the quastion, what

-

is of value to report and what is not S

The special evaluation system consmts of more thorough chqck ups often in the‘form of .

field investigations like sample surveys, observanona.l studies or analysis of secondary data. The

specia.l evaluation 1s not equal to the tradit1onal ‘ex-post' evaluatlon method.  The special evaluation
always 'is a tool to direct (control) the course of the prolect towards established- goa.ls,Jrhereas
most traditiona.l ex-post waluatious summon up the w111' of the project so to say with eventual

benefit to new projects of equal shape, but are too 1ate to change the evaluated pro;ec*

<

Figure 4. Evaluahon systems g ~
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The mteresting thing about the goal sequence is the inter- relationship between the different -
goals and targets. The plan (as referred to above in the V-shaped diagram) can be systematized in

s

the shape of a goa.l hierarchy where the diIferent goa.ls and targets form the 'building stones' Ideally

the hierarchy could have a structire similar to.the one presented in figure 5.

%

Figure5. Goal hisrarchy | -
MG SG PT A
Y »
/ a o !
: i
-» 3 l ! a
- . 4
* (3 g ‘ .ll “'
i
7 1
, - i A
N r
L

Ai highér order goal will be derived through the attainment of lower order goals. Tnere will
be a logical sequence starting at activities level (A) and ending up at the main-goa] 1eve1 (MG).
Goa.ls will be interrelated byt there w111 be no goal conflict. There will also- exist a practical way of
tésting' the different 'goals-means' chains in the hierarchy,
in figur.. 5). - i

Y

(One such chain is specia.lly indicated -

- #
Simplified example of a 'goals-means! ' chain- apphed on a pro;cct providing vocational

training: . ) . ) , A T
A: to train lsthing with a éroqp of 50 trainees selected from |,
. ,
. + Why?  Why do we train etc, ..

In order to:

e e e

-

PT:In May 1973 ‘at least 40 skilled workers will leave the vocational traming mstitute with
such and such minimum level of knowledge of lathmg / .
\ Why? Why 40°? Why that level? e

In order to: - 9 ) . .
S SG: Contribute to supply the need of skilled workers. It is estimated that an over-a]l need

w111 be of the magnitude of ..., out of which 40 will be educated at the 1nst1tute. It is

estimated thatthe mmimal requir.eément in knowledge will be, .. etc. )

. . Why2 Why is this need quantitati: rely and qualitatively at that specific level?

4
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In order to. T , . - - .

. . . 3
:MG Contribute to the ma.intenance of existing 1ndustries. 1t is estimated.that in comparison R
to other alternative training opportunities, the present level of ‘technical know-how in ’
the industries, difficulties of importing machinery etc. s the estimated yearly number

) of graduated skilled workers will accomplish the optima.l efficient altema;tivs towards

' -maintenance of existing industries. . c

‘ ‘ The facts presented in the example could be debated but that is not the point " The idea ir
simply to show the logical interrelationship between. tne different goal levels and.a way of estabhsh- )
ing the interrelationship. 4 : - ’ o Co :" A‘ S

-
P,

»

Referring to- evaluation 1t was mentioned that the goal-sequence was 1nverted at thé end.
- The reason for inverting the hierarchy in the~ evaiuation part of the sequence is connected )
with the fact that attainment of lower order goals (targets) does: not automatica.lly imply the attain- :
ment of the- next higher order goal (or any higher goal) in the hierarchy. ‘ Reversely if the higher
order goa.l is attained the next lower order goal (or any lower order goal) is likely to be attained.
' The following simplified example.extracted from a population .prpject illustrates the. point:
S . main goa.l " .~ less poverty in the average fax_mly. :
ot " sub goal - less children per family: ‘ ‘ L ) .
projuction ’ . )
target -~ access ‘o preventives for group A,
("A' equal to low mcome people in certain area; ‘estimated population 'X"indiwdua.ls) .
‘activities " ' - production and distribution of preventives. .
Evaluating the prOJect the planned actwities will be compared to the activities carried out. .
If accomplished act1v1ties equa.l planned activ1t1es this- does not- not per se guarantee that the: production
target has been attained. The distribution (even if it was properly carried out) could perfectly well
result in group B hawng access to the preventives and not group A, B cou1d for example be a
middle-income group which better can afford.using the preventives and a.lso be better motivated to
-do 8o because of their higher educatlonal standard.

v

Next step in the sequence: 1f the production target has been attained this fact does not

e

automatically lead to 'sub goal attainment. Access to prevent1ves does not automatically mean that
they are ‘used in all cul’cures.

s v

Next step in the sequcnce: if the sub goal has been attained this fact does not automatically
' lead to main goal attainment; less poverty. - '

)

With some exaggeration the conclusion will be, only when the‘highest goal in the hierarchy

has been attained to we will really know if the whole exercise has been worthwhile.,

" Or put it .another way. If the conclusion is that the population programme 1eads to increased
poverty in the average family it should not be carried out, even if, for example, the result has been

fewer childien. !l . . :

62 T
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In reality the causality is difficult to isolate and the situation is a.more complex one. But
nevertheless the main point remains to some extent and must be considered.

2, Evaluation systems - spec1f1c outlines for evaluation of education.

% N . - . *
I
. N
v *

Primarily this paper w111 deal w1th evaluation of training quever most of the ideas presented will
also be applic¢able tp education. The distmction made between education and training should be

emphasized in this connection. Crawford 1 _/ (196‘) defines tra.ining as. determined by a particular
system in which the pupils carry out certain defined tasks. '

-

The end product of training w111 be a particular on-the-job-behaviour. In the case of o

education the’ student is prepared to function in different types of systems. Personal development

‘ and increased knowledge are often goals in connection with education while development of motor
skills and attitude formation arecommon objectives for trammg .
In order to facilitate the demonstration of a system for externa.l evaluation the case of _
apphcation to tra‘fning will besused. From the pomt of view of the evaluation system 1t follows that
the concept: of training could be extended to include all forms of university education and all.forms
of primary and secbndar' ucation which are connected with -specific aim for the s0c1ety. The
mam exception bblﬂg different types of education which form the bas1s for other types of education.

2.1 The questions to be answered by the- evaluation .

%

v e

t

The usefulness of an evaluation system could be demonstrated by a sample of questions which could )

be answered by an appropriate utilization of built-in evaluations and special evaluations
' Example from an institute of secondary techmcal education.
(a) Goals

MG: Contribute to 1ncrease the maintenance rate of operating machinery in
the followmg 1ndustr1es cae

. SG ; To supply the estimated need of technicians and skilled workers in’ the
. " , field of ... .

. oPT: Quantitative educational targets
“1972 x persons trained . _ -

. < 1873 y persons. traihed .
1974 2 persons trained

]

e
L Qualitative educational targets

¥

Student performance.

Standards for the student's performance during each period of examination crc set. The

nathiral ‘examination period follows the end of each academic year and the end of the complete

-

training. Standards are set covering different dimensions of education which should be connected to

the established goals. Some poss1b1e dimensions may be categorized. as:

1/ Crawford, M. P, YConcepts of Training" in Gagné, R.M. (Ed): '
\ " Psychological Principles in System Development N,Y. 1962,

60
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- tjieoretic'al'knowledge in connect'ion with- profession,

. -zvpractical knowledge in connection with profession. ' T Y
b mnov'ativerthinlnng (att1tudes, motwation, values), ‘ t e '
”- production-oriented thinkiny (attitudes,, motivation, values);.

‘7 ' ., thinking oriented towards social relations in the group dynamic situation
‘ at the industrial working place (attitudes, motlvation, _values). etc. )

N Teacher Performance o

©

’I‘he pedagog1cal emphasis should be on: o -

“ . v,

v

o modern teachi-g techniques using, group work: and d1fferent audio~-visual
+. < means to increase the motivation among the students.

- practical performance rather than theoret1ca1 knc\wledge. . o ’

el

-4 - thinking in Productive terms. ' f A v ’

\

- thinking in terms of coming social relations in the group: workmg situation
on the place of work, .

A v-toteach S ‘
Net T - tor train teachers, ) . *

tr t - to furmsh the schools w1th adequate equipment;

- ¥

y - to construct the schools,

- to construct the school furmture and design the school interiors R
(Tabr.catories ete, ) : -

. N e ’ . " u‘,;
,C" - costs. ‘ “ . - ’ ’ 7

- * . ¢ .

(b) Evaluation o 'f
The evaluation shouid make 1t possxble to get the answers to the following questions.

*

On the Actimties and Production Target Level: .l - ws-

N, e il

- Are there any delays in the building program? What are the reasons?
' How-can the difficulty be solved? ' Have the targets for 'Furniture’ and
‘Other Physical chihties' been attained?  Equipment?

- What is the actual student enrolment? How doés it compare to the plan?
What are the reasons for dev1ations? How is the teacher traifning operating
in comparxson to the plan? '

- What is the student drop-out rate? Why do students. drop, out? What will
happen with the grop-outs (negative effects of educahon)? How can ]
drop-out figures be decreased? .7 . .

-
d ]

N

- How is the training program gomg? What has actual been taught? What
aspects of education has been stressed? What effects have this had on the

v ) stu’(ﬁants? . .7 \ . . .

- What does the students’ attitudes towards the éducation loox like?, What
. are the students motivation for studying and to the coming proféssion?
Have any signs of developmént .of .elitist attitudes among the students been
. seen? Undoubtly the students will be a privileged.group, Will they carry
‘ ' with them this outlook to the worlring places? o
. } s
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. - When on the job, how relevant was the education.for the tasks carried out?
S v Has the-practical training aspect had any effect? Even if trained in ,
: productive thinking do the students g*i11 think productive on the job? Ifhe
.thinks productive does he also act p. ‘oductive? In what way? Are the
students innovative on the job? “How do the students affect workers and
other techn1c_ians on the job? What are the social relations? How.are ° .
v th'e students looked upon? How are the workers and other technicians
’ looked upon by the students? 90 the-students have any saying? Are they
accepted as leaders? . How are¢ the-students being used by the employers? i
Are they underutillzed overutilized, or falsely utilized? What in the .

trainmg, in the students opinion, was the most suitable: subJect? -

- Are modern, educational technxques and methods being introduc ed? Does ) B
the student accept the'methods? What complications have followed the
’ mtroductxon of the modern methods? : ' .

- How is the administration (including teachxng - adminxstration) of the, .
institute and schools working? Are:there any Cchanges in comparison to .
the set administrative structures? Are there any particular adminis-
trat1ve problems which have to be solved 1mmed1ately or in the future? .

, i - How is the teacher training. developxng? Wkat- refresher courses have
Lt been arranged? .

-

S The evaluation-design |

-

An.elabprated built-in evaluation system would take care of the answers to most of the
questions in this connection. The danger with a built-in evaluation system rests in the possibility
of- overrenoz'tmg _ . o . . -

In order to complement the buxlt, in evaluation some special evaluations. should be carried
out. Particula.rly in connection with the utility of the education in the working sxtuation some sample
L, surveys or participant observatlon-type studies would be suitable.

Special evaluatxons could also be used to follow the students. during the training. In this
connection an aptitude testing device will play an important role,

— . RO -On the Sub-Goals level -

-

The evaluation carried out should give-answers to the following questions: '

- How many of the graduated students were employed immediately after the /
graduation, how many, 6 months after and how many 1 year after? .,

.

. v
- In what kind of work were the- students employed after graduation? To
. what extent did the work correspond to their education? Had the work
- carried dut needed a different education? What was,the reason in this
: ’ . case that the student was 'wrongly' employed? Is there a decreasing neéd
. for professionals in the field the students were trained in and an increasing
need in a slightly different, or different occupation? Are there not suf-
e ficient educational possibilities to provide trained people for this different
S field or are there any other factors influencing the choice of job in a
wrong direction? .

- What was 1n1txa.lly the expressed motivation for studying at the institute?
What was finally the expressed motwatxon for choosing the actual job?
What future employment perspectWe is predominant within the group of

- .
o g » N 1]
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. . graduates and newcomers on jobs? For example ig the technical education
s . , gwen at the institute seen as a short-cut to an academic career or for top
. positions in.administration and industry.or is it seen as an opportunity to.
be trained for productive technical work m the industries?

- Are demand ﬁgures for technicians and skilled workers educated in the
field of . ... (the fields of training) sese increasing or decreasing? In
which field is the demand increasing (decreasing) most? What major

o . factors count for increased (decreased) demand? -

) C - . - Evaluation desigﬁ_

- The studentg could be ?ollowed-up at intervals after graduation by sample
surveys: (special evé.luations) .

L)

- Official demand figures from different industries couldbe analysed ' . .
(built-in evaluation and/or special evaluations) : ‘

On the Main-Géal level . .
The following questions should be answered by the evaluation'

- Has tlere been any change in the maintenance of production machmery and
the equipment used? .Have changes related to the availabihty of spare <
parts occurred? Are machines operating at a higher averdge capacity?

Is this a result of diminishing time Ios} fcr repairs? Is repair working .
more efficient or do the operators.know how to handle the machines and
dhe equipment more rational? Are breékdowns in the production because
of incorrect Operations or failmg controi syste.ns (gadgets) decreasing?
Is this a result of better instructions given by skilled workers and

. technicians? In what way have they influenced workers and other
technicians? . |
|
P Evaluation design . . |
& ' g

- The individual in the working situation should be followed up. Persons
responsible for technical production and production economics should be
interviewed. Production results per production unit should be analysed
(special évaluatign).

3, Outlines for an evaluatign system for education (training)
[}

h

.
A

P - &

‘ Often activities or even projects w;ill be carried out with little or n. connection to the objectives
that integrate the activities (pro.;ect) to the needs of the society. ~ This Ras particularly been the,
case oi: training which often has been looked upon as & separate specialization. It is therefore an
urgent matter to perceive the function of training correctly and define the obJectives -of education as
compared to the objectives of other acuvities which together form the complete system.

We w111 now turn to the original hierarchy of goals (as presented above) and apply the model,
to the specific field of education (trainmg) Relatively few components will be mcluded in the model.
Hence, it does no more than. provide a schematic reflection of the realities of training

" 3.1 Main-Goals - angly81s of overall objectives

‘@

Starting from the main goals in the society the role education can play as an alternative to attain .

I3 ! ’ o
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these gosls has to be 1nvestigated The formulation of the main goals for education will further

require an analysis of existing manpower resources (knowledge, teachers ‘ete. ) the cost of attaining

different obJectives and the material (school buildings, 1nventor1es etc.) available,

3. 2 Sub-Goals . - ¢
{a) Analysis of, quantitative needs ) '

Py
‘;‘

On the sub-goal level the number of peop1e to be educated or trained for different purposes has tobe
estimafed. The .starting point may be the capacity to absorb different profes° nally trained
categories. What people have to be trained and the deadlines for the educational effort should also
be formulated.in the goals. 'What school premises will be.available? What possibilities for .

K .

-{(b) Aanis of qualitative needs

The knowledge and skills requlred to carry oat the Job should be formulated in the form of obJectives
for training. A careful examination on the behaviour on the job will result in a Job description which
should summarize what is needed to carry out. the job efficiently and successfully So far job-
descriptions have not shown the requ).red prec1sion required for a guiding instrument for the
obJectives of traimng : i

N In analysing the duties to be carrled out on the job a rumber of questié?xs should be put
regarding; . , . }

. [
¢~ How is'the task carried out?

-"What instruments .are used?

«=*Why is it carried out? ‘

.

T X " - How well foes he carry it out?

.~ What is the minimum acceptable standard for carrying out the task?
3.3 Production Tar gets

o ,{a) Quantitative training obJectives are formulated in accordance with the
need for educated (trained)-people presentsﬂ on the sub=goul ievel, The planned number of graduates
per educational institition and per year should be stated in tt’e production target. In order to achieve
this output the number of intakes at. different 1evels per institution and year should be described.

i (b) Qualitative tralning ob]ectives entails a description of the desfred .
performances at the end of the training. In order to make the objectives, communicable.the terms

-

of ¢ompetence the trainee must fulfill at the end of the courses must be described in an operational
. 2 ' . . ? . .

Mager 1/ (1961) sets out a number of fundamental requirements which shouid:he ful‘illed to
make the _obJ;ecti’ves clear. ’ o

1/ Mager, R.F. "Preparing Objectives for Programmed Instruction .
Fearon Publishers, San Francisco 1961, _ -

[
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(i) Identiflcatlon of the final behaVJ.our which thetramee is expected to

produce % -
(ii)’ Descrlption of the acceptable standards of performance.
(iii) Des@ription of g(e specific conditions which must be preva11mg when
measuring the performance ' ‘
3.4 Activities . . . ) 2
—_—
R The following ¥ mi‘in“types of-activities \sh’ould be described: . ’
(a) The course content. .
7y .
(b) Different media to be used. , & s
{c) Specxfxcation of entering.performance of trainees. ’
¢ . L] ¢
The course content’ T .
The course content has to be specified on the basis of the enterin;:,r trainees knowledge.
° . Different media to be used ' - i Ce o : -
_Some questions must he answered in relation to this point like the administration of media and the
Qa
. costof d1fferent types of media. ‘ J .
. . Entermmrformance , a - ‘
“1In order to show the effect on training by usmg a performance d1fferent1a1 the initial and final 1eve1 ,
of knowledge and skill must be demonstrated .The better the entex ing knowledge is known the more
EEENEE N
efficient the traming can be carried out.. .
o 1 ' 1 . 0 )
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9
The Kehya Sc.i,ence Tedchers College (herelnafter called the KSTC) is a project supported by the
The

co-operstion between the, governments of Kenya and Sweden is based on a bilateral agreement

Swedish Government for the tralmng of science teachers for secondary schools in Kenya.

covering the period 1965.- 1976 The,r maln respon51b111ty for the administration, and completion of
the projcll has been delegated to the Universlty of Uppsala by the Swedish Internatlonal Development
Authority (SIDA). '

T}\e KSTC offers a study programme including academic courses.in Mathematics, Physi~ 3,

Chemistry, B1ology, Geography and Industrial Arts, as well as methods cf teaching and teaching

practlse for students who have passed the East Afr;can Certificate of Education or equivalent at the
° 0-level, After three years of stydy "at the KSTC the students are qualified to teach in Forms T -~ IV
At its full capacity In 1872,

the College will have a total enrolment of about 450 students and produce about 150 secondary -school

in their two main subjects and in Forms/l - II in a subsidia’ y“subject

. teachers a year. , . - ? ; *

At the request of the Universjty of Uppsala ana the SIDA, Dr. Olga Linné commenced an
evalgation study of the KSTC in February 1969,

The aim of the evaluation study is to make an aSsessment of the. quantitatlve and qualitatlve .

o

results of the activxties goi 1g on at the KSTC and on the basis of these results to develop the. present
training.system furth<: R

P .

5 N ' ] -
In the'planning and completion of this study, Dr, Linné has worked in close co-opera.ion with
r
" the staff ot‘ the KSTC, representatives of the University of Nairobi, &specially its. Institute for

e

Development Studies, and representatives of the Un1versxty of Uppsala.
2 P‘ o]ect goals

A’ detmled definitiqn of quantitatlve and qualitative pro,]ect goals must for obvious reasons form the

~

basis for any evaluatior. study. The determinatlon of the goals for the KSTC project has in the study

been based upon facts given in intervieys thh the staff of the College and upon available documents.

69
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The goal and production targets of the KSTC project is to contribute to t'he remqval of the
shortage of Kenyan S1 acience teachers in a short time and at a low cost, by 1968 producing 44 ; by
1969, 47 by 1870, 98; by 1971, 128; and from L972 onwdrds 144 well-qualified S1 science teachers
given a three-year\trainmg, out of whom the academically superior w111 qualify for university
'entrance and the rest, preferably all, will serve as 's1 science teachers for such a time as there is
a shortage of S1 science teachers in the countz'y, trained s that they have academically reached a
standard equivalent to’Higher School Certificate in their two maJor subjects, that they have abroad
basis of scientific knowledge, that they have achieved gkills in, ppositive attitudes to, and knowledge
_of progressive teaching methods, that they will be able to function as. mnovators of these progressive*
teaching methods with respect to their pupils. and teacher colleagues and that they have a good
knowledge of social and economic comditions in their country so that they are able to serve as- well-
infgrmed opmion 1eaders in their own local communities, . .

Tt should be noted that this definition is not an. official explicitly stated system of quantitative
and qualitative pro;ect -goals but” rather has been developed from interv1ews with. the Coilege staff and
'from documents available at KSTC in Nairobi . o ‘ .

3. Ob]ectives for Evaluation of the KSTC Progect o

a

No eva.luation component was built mto the KSTC pro,]ect in:its imtial planning. Hence no explicit
" indicators were set forth by the planners which could be used as a basis for an evaluation of the °
KSTC proJect The purpose of this chapter is to specify how the\'prOJect goal definition can be used
_as a’ basus for generating criteria for this eva.luation .

‘The project goal definition sets forth- desired quantitative and ualitative changes to régult
from the project. The definition also includes explicit criteria for: evaluatling these results, Among
the results set forth in the definition are the objectives of achieving the described quantitative and .
qualitative teacher-training results in a shoit time and at a'low cost, It should be noted that this
evaluation is sociological-pedagogical in nature and hence‘no -evaluation of the economic or 'cost-time

dimension will be included. This evaluation is primarily concerned with the effectiveness oi"the
¥ < * * B

educational process of the project relative to producing the desired quantity and duality of teachers 1/ .
The following quantitative and-qualitative prOJect goals included in the definition are the. ‘

* obJectives for this study: ©

Ca

: (a) Quantitntive project goals-ts be studied: - °

& . [ *

1/ In any event it would have been difficult to perform an economic evaluation
a8 cost and time criteria for the project have not been available, However,
it. would of course be of great value in the planning of future teacher training
projects to include an economic evaluation component along, w1th the sociolo-
gical-pedagogical evaluation.

¢
¢
i




- , L Eva‘.luation of educational systems

¢ 3

i‘ A N 3

| . ) @

| », " (i) To what extent does the KSTC pro;ect fulﬁl the goal (production target)
i‘\ ) ' of an annual output of by 1968, 44; by 1970, 98; by 1971, 128; and from

- ' _ " 1972 onwards 144 S1 science teachers?

(i1} To what extent and“for how long will the S1 sc1ence teachers graduated
from KSTC stay in the teaching profession? .

©

(b) nglitative projectials to be studied . a

(i) Does the KSTC pro;ect «hange the students' attitude towards more
* progressive teaching methods?

-

. (ii), How durable and consistent is any 1nternationalizat10n of a more
positive attitude towards progressive l(eaching methods in the former
KSTC students! teaching?

¢ (iii) Does the KSTC project nge the“students the capacity to become well
. ‘ _ informed opinion leaders.in their local communities?

(iv)‘How durable and consistent are the former KSTC students in any
: . function they serve as opinion leaders in their communities?

(v) Does the KSTC project prepare the students for the role of innovators -
of progressive teaching methods withJespect to pup11s and teacher
- ‘celleagues?.

{(vi) How durable and corsistent are the former KSTC students in any
function they serve as innovators, of progressive teaching methods w1th
; respect to pupils and teacher colleagues? - L
t
1 In addition to this a substa.ntial part of the study consists of descriptive data which ca.n '
serve asa background to the above-mentioned evaluation obJectives ‘Among.the complex of N
questlons within this descriptive part of the study, the followxr{g questions may be pointed out as -

. important:’

' (i) What are the characteristics of .the KSTC students' social, economic
and educational background and what are their motives for choosmg
the teaching profession? . '

. . (i1) Will there occur any change in the students' assessment of the
' teacher's social status and their own.motives for becoming a teacher

(iii) What possibilitles for acting as innovators and op1nion leaders w111 the
former KSTC studefits have when they are posted in a secondary
+ . 8chool ag an S! science teacher?

Thus it can be seen from these ob,)ectives that this study will be based partly on changes
in the KSTC studen't’s during their college time and partly on what happens to the former KSTC
students when they are posted as professional science teachers in the1r local communities The ’ N
data from the a.nalysis of the professional situation wi11 be related to relevant C!‘lterla in the progect ’
goal definition in order {o assess the impact on the students of the KSTC educational process. Thus
internal criteria stated in the project goa1 dcfinition are to be used in the evaluation of project _'
results Furthermore, thé study intends an evaluation of the total impact of the educational process ‘
at KSTC, including the factors of teachers, bu11dings, and equipment course structure and

© M N .
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' . 4 Design of the Evaluation Study of the KSTC progect .
£ ]
. Administration of the Evaluation Study . -
This evaluation stfdy is designed to run from 1969 till the end of 1972. The study is administratively
divided into three phases: . . ) ’ C ‘
. - Phase I: = 1969 P S e :
o _Phage Il:  1970-1971 T { &
h ta -~Phase III: 1972 -

-

The design and the instruments- for phases I, II, Il were developed in Nairobi where the
-evaluation project leader was stationed from February 1969 to May 1970, The collection and analysis
~of the data from phasel, the repox:t of phaseI and the outline for the collection of data for phase I

.
‘

and III were also prepared in Nairbbi.
The .evaluation of the quantity and Quality of teachex‘ output is carried out by re1ating o
. measurement data to infernal quantitatig and qualitative criteria for goal fulfilment found in the N
Project goal definition. No attempt has been made to use external cmteria, -such as compamng,, a
quantity and qua.lity f the teacher -output from KSTC with the output from other teacher training

- . 5

institutions. ! . T . .
It has been suggested that a comparison could be made between exam results of two groups

\‘ of secondary schgpl students, one.group taught by KSTC -tra.med teachers and the other by teachers N
‘ tra.ined at other ‘nstitutions in order to get an external measurement of the quatity of the KS'.[C- o
. graduated Sl science teachers. | o L

It has‘not been possible to carry out such a comparative study during 1869, as the first ,
' group -of students graduaied from KSTC and thus did not start to work until 1969, Tt might be ‘ .
o possible totry a comparative approach in “1971 ‘when KSTC has produced two groups-of teachers who
have been cut teachmg one year or more, i.e. students who graduated in 1968 and 1969, or in 1972
.when KSTC has produCed three groyp. of teachers who have been out teaching one year or more.
) However, the hse of exam result;s as. a criterion of quality of teaching seems.dubious, as
the exam is still mainly related to a traditional educationa.l system. On the other hand it may be N
argued that the mere fact of a consefvative exam system makes such a comparative study x,'eally
interesting as the teacﬁers certainly.are supposed to teach within the emsting educational framework.
But even if exam results were selected as a criterion, such a comparative approach will lead to
certain methodological difficulties. For example the problems of: . k .

(a) Selecting a criterion for how long a time (1, 2, or.3 years) a KSTC -tra.ined teacher must '
have been teaching a certain group of students to make an impact on their exam results. ;

(b) Selecting a criterion for how many ‘subjects (1, 2 or 3 subJects) a. KSTC -tralned teacher
must hdve been teaching a certain group “of .students during a certain time (1, 2, or3 years) befqre

their exposure/to progreéssive methods would be: gufficient to have an gverall impact on their exam .
)

tm . .| .

resuls, . . .
.?2‘ - .
/
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{c) Selecting~'a realistic sample size of KSTC -graduated 51 science teachers, given that, for
example, a sample of 10 KSTC tea.chers at 30 students per class w1ll involve testing 300_stydents,
S50'KSTC teachers will, invol\;e 1, 500 students and 100 KSTC ;eachers 3,000 students, With compa-

bt rable-sized control groups the total number of students required becomes 600, 3,.000, or 6 000 T

5 L.

L Lt * respectively, obw.ously totals difficult to obtain and expensive to test. co e .
:‘, . ) N (d) Matching teacher groups - it is dii'ficult to obtain Sl .science teachers not trained at
KSTC but trained at other similar 1nst1tutions who have been. teaching the same sub_]ects toa similar

e group of students a similar amount ot time. | )

. (e) Keeping constant other Vf,triables such as. a1ded/.una1ded schoo?s urba.n/ rural schools
hi . equipment ‘af the schools staff at the sc¢hools, etc, , which may confound the results. . . -«
Given adequate funds, some of the above- mentioned methodologlcal difficulties might be

' s‘urm{mted but (d) and {e) can probably not be overcome sufficiently to make it possible to

confidently draw conc1u51ons .about the quality of students produced by KSTC graduates vis-d-vis

. those produced by teachers trained at other institutions. - - '
. L i ) Popiilations’ ' - - . o

For the three Pphases of the evaluation the follow1ng groups of students will be studied:

) ’Group 1: newly admitted students,at KSTC.  ."..
] ’ . Group 2: third-year students (i. e. the students in their third year at KSTC). ‘L
l Group 3: graduates (1 é the students graduated from K§TC)

S

-

’During the evalpation phaseI 1969 these three groups of students will, of course, consist

] - of different populations However in later phages the same students will be measured at three
: difi'erent inter vals, namely when they are newly admitted ~when they have studied for three-years at
KSTC and then some time after graduation from KSsTC. .

8, "y

- ’

In addition to these three groups -of respondents, a fourth group has been studied during
E phase b,. 1969, namely: = - ® '

- Group 4: thtors atKSTC t ) " . ‘ : ‘ T

¢ 3 . Relations between testing methods and populations

The evaluation of quantitative prOJec. goals will be carried out by record-keeping The evaluation of
qualitative project goals will be carried out through group tests, mail mquiries, a.nd 1nd1v1dual .
o interviews. Lo s - - ° o
The students’ who are cprrently studying at KSTC will be tésted through a group admin- )
istéred test. Through this method data will thus be collected from the groups of the newly- admitted .
“students at.KSTC and the third-year étudents at KSTC., . oy .

" The same methods of data collection Wlll be used eVen for the group of tutors at KSTC.

s

Mail inquiries and to a certain degree 1ndiv1dual interviews will be used on the graduates of "
: .
< KSTC,

\
.
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Instruments ‘ . *

There are six major meéeurlnk instruments for the evaluation of the qualitative project goals.

2 (a) Background questionna.lre

~A general descmption of the students’ social, economic a.nd cu1tura1
background;

-

B »
- the- studerits' motives for status 'estimations of and exp -iiences of the
teaching profession. :

7 _ A (b) Attitude scale

- The students!’ attitude towards progressxve/ traditional teaching’
methods. -

3 o

/ . (e) Knowledge test °

*

- The students' knowledge of cultural, ‘political and econom1c matters
primarlly in East Africa but also in other parts of the world.

/ ‘ (d) Adlustment questionnaire

%
= a general description of equipment and soc1a1 contacts in their new
-school, .

(e) Modified adjustment questionnaire

-

- Same as (d)-1, but including more data on the Sllscgence teachers'
conduct in their teaching and their role as possible opinion 1eaders in
their local communities.

¢ >

(f) Ex‘tra questionna;lre

- This questionnaire resembles the background questionnaire and thus
takes up-questions about the students’ attitudes to-and motives for
becoming a teacher as well as data about their estimations of the
status of the teacher profesgjon: in Kenya.

Relation between quantitative and qualitative evaluation objectives and
) e
C e . . Eopulation ) o . . ¢

- PR . a

(a) Quantitatxve objectives . .

’ 0'b1ective 1: To what extent does the KSTC project fulfil the goal of an annual output of by 1968, 44;

by, 1969; 47;%by 1970, 98; by 1971, 125, and from 1972 onwards 144 S1 science teachers?
Instrument: Record-—keeping ‘Reliabl'e records are kept at KSTC. ' ’

The populatxons This objective is studied through comparisons between the same population,
different yearsti ‘

+ = The newly admitted students 1966 - the graduates 1969, ‘
* - The newly admifted students 1967 - the graduates 1970,
S The newly admitted students 19€8 - the graduates 1971,
- The newly admitted students 1969 - the graduates 1972,

‘Objective 2: To what extent and for how lon.g will the S1 science teachers graduated from KSTC stay

- The students' adjustment to-and social status. in their new occupations; .

4
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Instrument: Record-keeping. Four approaches to reach the graduates will be used:

-

(i) Contact with Teachers' Service Commigsion in, Nairobi for checking on *
the graduates postings, .

v . (ii) information from the graduates on chsnges in their postings or, careers;

(111) contact with the graduates' headmaster at the school where the graduates .
were last known to have been tgaching; ’

r

(iv) tracing of graduates through sending out interviewers to the school where
the graduates were last known to have been teaching.

Y

’ -

The populations:

N . .
- the graduates 1969, contact taken 1969, 1970, 1971 and 1972. .
' N - the graduates 1970, contact taken 1970 }9'71 and 1972. ' I
. ~ the graduates.1971, contact taken 1971 and 1972.
~ the.graduates:-1972, contact taken 1972.

* (b) Qualitative objectives (i) to {vi) and (i) to (iii)

In order to measure the quahtative. project goals;, three methods will be used: group tests, mail
1nqu1r1es, and individual interviews.

ObJective 3: Does the KSTC project change the students' attitudes towards more progressive teaching
methods? - s

-
3

. , ! 1
. Instrument: The attitude scale measuring attitudes towards progressive and traditional teaching
methods. e . '

"The populgtions"This oi)jective is studied through comparisons in two diffei‘ent ways:

~ different populations - the same year a ’
In phaseI, 1969, through a comparison- between the newly admitted students 1969, the
third-year students 1969, and the graduates 1969, .
o .
: - the same population - different years

Through comparing a group of students in two different roles, i.e. as newly admitted
students 1969 and as third-year students 1971. . ]

13

Oblective 4: How durable and consistent is any internalization of a more positive attitude towards '
— progressive teaching methods in the former KSTC students" teaching? o7
Instrument: The attitude scale measuring attitudes towards progressive and traditional teaching
~ -methods.
The populations: This objective is studied through comparisons in two different ways:

~ cifferent populations - the same year

In phasel, 1969, through'a comparison between the third-year students 1969 and the
g‘radu&es 1969, K

N x

- - the gsame population ~ different years L o g
Through comparing the same group of graduates.in different years., . s
Objective 5: Does the KSTC project nge the students capacity to become well-informed- opinion

leaders in their loc&l communities?

Instrument: The knowledge test on cultural, political, and economic matters. primai’y in East Africa.
The populations: Thisg obJective is studied.through compa:isons between different populations, the

same'yeur. ) o ) vy BN
72 o ‘ )
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Oblectiveﬁ How durable and consistent are the former KSTC students in any - function they serve as

opimon leaders in their local communities?

¥

[ 3
Instrument. The modified adJustment questionnaire admimstered from 1 September 1970 to 1972.

The populations: This objective is studied on different populations of graduates from KSTC in their
second third, respectively fourth year as teachers. No comparisons are made between the groups.
Ob]ectlve 7: Does the KSTC pro,]egt prepare the' students for the role of innovators of progressive
teaching methods with’ respect to pupils and teacher colleagues?

Instrument. The: adJustment questionnaire administqred in 1969 and the modified adJustment question-
naire administered in 1970 through 1972, .

The populations. This obJective is.studied on different samples of graduates from KSTC in the1r

first year as teachers. No ‘éomparisons are made between the samples,

ObJective 8: How durable and.consistent are the former KSTC students in any functién they serve as
1nnovators of Jprogressive teaching methods with respect to pupils and teacher colleagues"
Instrument: The modified adjustment questionnaire administered in 1970 to0,1972,

The populations. This obJective is studied on different populations of graduates from KSTC in their
second, third, respectively fourth year as t_eachers. No comparisons are made between the groups.
Objective 9: What are the characteristics of the KSTC students' social, ecoromic, and ed_ucational'
background and what are their motives for choosing the teacher profession? ’
Instrument: The background questionnaire administered in 1969. .

The populations: This objective is .studied in phaseI 1969, on the newly admitted students to KSTC
1969 . . )
Oblective 10; Will there occur any change in the students' assessment of the teacher's social status
and their own motives for becoming a teacher during the1r three years at KSTC?

Instrument The extra questionnaire, administered in1971.

The population: This objective is studied in phase II, 1971, on the th1rd year students at KSTC 1971.
Once again it can be noted that we will have a longitudinal pattern for these students as they will have
been measured in two d1fferent roles, i.e. newly admitted students 1969 and third-year students 1971,
Objective 11; What possibihties for acting-as.innovators and opinion leaders will the former KSTC
studerits hav‘e when they are posted in a secondary school as an S1 tea::her?

Instrument: The adjustment questionnaire administered 1969 and the modified ad ustment question-
naire administered in 1970 till 197‘2

The populations Thisfobjective is. studied on the following groups.

- graduates 1969 - measured in 1969 till 1972,

~ graduates 1970 - measured.in 1970 till 1972,
y - graduates 1971 - measured in 1971 ¢ill 1972, - °

~ graduates 1972 - measured in 1972, .

No comparisons are made betwéen the groups.
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To help suminarize this methodology a diagrammatic outline is presented on the next page.

~In order ‘to make the. scheme easier to read, the evaluation-objectives have been omitted as these

’ cannot be related to a certain population alone or to a certain instrument alone but have to be related

to variohs‘populations and instruments during the years 1969 - 1972, .

e .. ‘Background variables .
The background variables used within different groups are the following:

i - different grades of*achievement at KSTC
' . - different, attitudes to more progressive/ traditional teaching methods;
S - different postings after graduation from KSTC (city schools/country schools);
~-'different ethnic origin (African/Asian, citizenship/mon citizenship).
- male/ female;

- different divisions.in Cambridge School Certificate or East African Certificate of
_ Educatfon. = -

.o Pl : vl
" . I . :

v . 5. *Report of Result§ ) -
' o ) Evaluation obJective 1 - ’
In-1968 the output was 41 graduates, drop-out 3, and in 1969, 46 graduates, drop-out 1 It can thus,
be said that the’ KSTC project has to a great extent fulfilled the output goal for 1968 and 1969 set

forth in-the prOJect goal definition, * . o

M AT A TS N A A

povige

o Evaluation objective 2. » N *\\ .
In the first phase report the results related to this evaluation objective Kre from. only one group of
graduates,’ the 41 students who- graduated in December 1968, and who started teaching in 1969. In

Septeniber 1969 33 graduates, 80 per -cent, were working as S1 teachers, 7 graduates, 17 per, cent, ]
were siudying at. various un1versities, and one graduate had Jomed ‘private business. Eight graduates ,
have thu's left the S1 teacher career eight months aiter graduation, but ‘since 7 of them have taken up
universitj studies after recommendation from the College, it can'be said that the KSTC proJect 80
w far to a great extent has fulfilled the cri eria set forth in the project goal definition in the genge that
97 per cent of the 1969 graduates have behaved in. accordance with the criteria. g F
. . ¥ L Evaluation obJective 3 ‘ ' nh NG o ~’.,,
On the basis of these results of the attitude tests it. appears that the KSTC pro;ect has contributed to
a change of the students' attitudes in favour of more progressive teaching- methods during their

R three-year study at the College o N ' . ot : -

[

*

-
. .
L . % «

Evaluation ob3ect1ve4 £ .- K T . -

On’ the basis of the results in this and previous section it is possible to tentatively conclude that the

College contributes to A change of the students attitudes in favour of more progressive teaching !
i

methods, and that this change remains after half a year of teaching. ¢

+ * *

~
N ‘.

, LTS SN . Evaluation‘objectiveS ’

It appea’rs ‘that the atudies at KSTC do-not influence. the students' knowledge of cultural politica.l

and ecOnomic matters in East Africa. ThlS ¢onclusion, however, is tentative as we have studied
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Ta:olev‘l.

.Design for the evaluation study of KSTC, 1969-1972
gn fo : , : _.

3
.

]

K

- o ‘ Instruments - Quesﬁonnairé s
: (a) ®)  “(e) (d) ‘ (e) ° ()
“y . ‘ . . . ‘modified
) SR back- adjust- adjust- "
g ground atti- know- ment ' mient extra
. : question- tude lédge question- . question- question-
: - naire scale test naire « naire nai e
me = . . El [ - 3 ‘vc .
¢ 7 , PHASET - 1969
Aw }- ¢ 1 g
. Group® Ay newly adrmtted N B “
students 1969 - A A A B -
‘T Groug~B third-year o . ‘
+ students 1969\? ‘f“ e B B : -
" Group C: graduates 1969 ° T - I ,
. 'Extra group X; tutors of N Ce
KSTC 1969 COX b S .
2 ‘ B
B PHASEII - 1970-1971
Group D: third-year
studentg 1970 ' D v - o \
Groug B3 graduates 1970 .'B B WA
Group C: graduates 1969 e . . C
191 ¢ S i
Group A: third-year ° : ) ~
students 1971 o ' A . A
Groug D graduates 1971, D L0 D
GrouEiB. graduates 1970 B . _ S "
Group C: gradydtes 1969, c .
¥ . : « N . % . ¥
w ) e v .
o » PHASEIIL - 1972 ] .
Gx‘ouEA graduates 1972 .- A ' A
Ex o GrouE D: graduates 1971 ) D . + D
Group B! graduates 1970 . B . ° B
~ Group C: graduates 1969 c . 'C.
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o
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’
two dlfferent groups of students. The results mlght nevertheless be taken to suggest that the progect

does not fulfil the goal of increasing the students' knowledge of East Afrlcan cultural, political.and -
economic matters - i. e. to make the students more ‘'well- 1nformed' about the society in which they
are 'going to act as teachers and poss1ble op1n1on leaders \»

EValuation obJecti.ve 6 N

" Study not yet completed.

Evaluation objective 7, ' s
According to these results, based or"the subjective est1matlons of the graduates, it appears that the
KSTC project has succeeded in preparing the students for the role of innovators of progressive

teachlng‘ methods, at least in the sense that the graduatos are.actually using these methods and that

" their pupils and teacher colleagues on the whole gseem to welcome this way of teaching.

It should, however, again be noted that the results are based on the subjective estimations
of one group of -graduates. -~

Evaluation ObJ ect1ve 8

Study not yet completed.

Evaluation objective 9 ' ™

A description of the KSTC student:S' social, economic and educational background.

Evaluation objective 10

Study not yet completed. . °

¢
[ :

Evaluation objective 11

It appears that the graduates, particularly those who teach in country schools, lrve under quite

severe qondltlons, which might make it difficult for them to funct1on ei‘fectxvely as teachers and
h1nder their ability to act as irnovators of progressive teach1ng methods.

It might, however, ‘be noted that-53 Jer cent of the graduates state that they like working as
teachers extremely or rather well and that this group consists-of about the same per cent of
graduates teach1ng in city 'and country schools, 65 per cent and 60 per cent. *

6 Concluding remarks

2

At this stage of the long-term e_\}'\ﬂuatmn study it iv only possille to draw tentative conclusions. The

data: and results discussed above 1nd1cated that the project is successful in its major goals of

' producing the des1red number of teachers and that these teachers are so far remaming in the teachxng

.

profession. I‘urther, the prOJect appears successful in changing the students' attitudes in favour of

" more progressive teach1ng methods, In add1tion, the teachers appear to use the progre%sive teaching

methods employed at the College despite the often poor equipment of their-schools., The College,
however, appears not to be notably successful in improving the students' general knowledge of their
cultural pol1t1cal and economic milieu, which knowledge would probably enhance their ability to fill

their likely role as opinion leaders in their local communities. The data also indicate that many of

)
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. .
» - M

‘the graduates are somewhat dissatisfied with the lack of amenities and social contacts in their new '
posting§. To meet these problems it might be appropriate for the College to i;lti'oduce periodic
workshops discussing curient affairs. In addition, a .seminar*at the end of .the'tbree years could
brief the students on s;me of the practical problems they will face a.sr new teachers., Recent
graduateg should pag‘rticipate in these seminars and issues such as those examined in this study could

be ‘discussed._

-

0

. -
R . )

o

.




‘ for an jmprovement of the efficiency of the training, and a series of changes was duly effected in

. Evaluation of educational systems

AnnexII
b
’ N . - a r o s 0
THE EXPERIENCE FROM FAMILY PLANNING TRAINING IN CEYLON
? 2
o s LY

. )

During 1965 the Sweden-Ceylon Family Planning Pilot projeet was transformed from a clinical pilot

project in two villages into.a nationwide governméntal programme 10 include about 600, 000 families

to accept and practise family planning'in the course of a ten~yesr period. With this in mind, a

training programme commencing in 196‘6 and continuing until 1968’ has been drawn up for all »

Ceylonese health personnel (Medical Officers of Health, Public Health Midwives, Publ&c \H,ealt,h

Nutses, Public Health Inspectors). During the experimental period/from 1958 to 1965, the activities

of'the Swedish projcct were of a medical -gynaecological nature and the Ceylonese,pex;snonnel

employed in these activities were given training in family planning. At the start of the goverr}men'tal

programmie, early in 1966, "the training applied during the experimental per15d was retained - more

or less - unaltered. Since this organisation had not been. preceded-by any kind.- of systematic planning

of training activities such an organisation being based rather on common sense pr8d1ct1ons of what

the varuius groups ot‘ pupils needed to be taught, the obvious require'nent was to evaluate the suitabi~

lity and efficiency of the training given. '
"Ifh\is evalﬁation %as carried out at the instance of the Swedish Internationa} Development

Authority (SIDA) during the periods'23 April-27 May, " November-13 December 1966 and 14 June-

30 July 1967, The matn purpose of the evaluation was to find out to what exteht the training

. N P

: obJectives methods and supervision as well as the content of the céurses, were satzsfactory and 1n

‘what respects changes were called fqr in order tb render the training successful. The prehmmary

phase ofgthe survey - when information wae collectec through participation in the ordinary work of
the project, study visits to the two training cerntres at Bandaragama and Peint ‘Pedro as well as

t’hrough interviews with course planners, teachers and tramees - showed that there was gooé -call

collaboratton with the Ceylonese teaching staff, The evaluation was doncerned with the training of
the following groups. Public Health Nurses, Public Health Midwivgs and Public Health Inspectors.

Training courses for doctors were eg(clud(ed on the advice of the Director of the project.

€1

-
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1 Evaluatxon ‘ . e .
This was pmmarily effected through two written tests, identical in content, which were given at the

beglnning and end of the course. The purpose of this evaluation Jas to show that the trainees had

L

\ increased their knowledge as a. result of the course and to prov1de them with a collective feedback’ of «
the 1nformatxon ga.ined during the courge. The last item of the course dealt with these tests and

- included a discussxon/of them, However, the. teachers were not ‘informed‘of the results.

One of the tests (test 1) consisted main1y of 1tems oi‘ the essay question type (see Annex III), o

while the second test (test 2) consisted of four mu1t1p1e choice questions and five questions of the

-short- -answer type . . ‘

LY ]

. " One point"was scored for every correctly answered question. The results were summarized

-

for each trainee in the form of'a total score for the pre-tegt and post-test and the difference between

the two. In order to obtain a more compact expression of the pre- -tést and- post -test results, . o
averages wete calcuiated for a11 the courses he1d in 1966. The fo“llowxng tablevshows the averages .

for Test 1.on all courses for m1dw1ves, nurses and inspectors. ’ ‘

- K]
ol [

.
t )
»
. T , 9
/ - a
- - .

Pre-test’ Post-test _ngi_rl. " N >

[ v - ' - . %4
+  Midwiyee , 4,83 7,08 .2.19 183 o
Nurses 5,37 ¢ ' 818 "2.81 88
Inspectore “ ' 5.86 ] 8.%1 , 2.85 71

7Average on Test 1 for the different categories of Health Personnel at the Bandaragama . .
training centre during 1966. v g .

’I!he’results of Test 2 were similar, One is struck by the high pre-test level, Whlch is - -
about half the rn'aximum score or-over. This 1mphes that the ghoup hLiad already attained 50 per cer‘xt
of the: obJectivés measureu by the test before att/ending the course. In order to show something of
the pre- and pést- test levels for all 1tems,u the average for each item has bj_)een calculated and s .
expressed as‘ a pexcentage (see figures 1-3). o - o

Avera‘g;s equal to half the maximum number of points obtainable and over were noted for
items 1) 3, € and 8. Nearly everybody answered item 3 correctly, and item 6 also has a relatively '
high correct- -respons¢ frequency. ’ v
The midwives showed a re1at1ve1y slight improvement between the pre-test and’ the post-test.

¢ .

The possible gain amounts to 5. 17 but the actual gain only amounts to 2. 18. One should, however,

Y

not be too precipitatc in regarding this as & measure of the effectiveness of the course. The marking «

of various items left a certain amount to be desired, added to which the tests only covered a limited
s .

+

number of the training objectives. But there is every reason to suppose that the evaluation:left a

o certain amoant to be desired 82 < ) * -
- . » . °

13
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. 2. Summary of the principal faults of the training = *

The main faults of-the training are summarized below. i in ten-points, all of ‘which were regarded ag,
crucial to the part pldyed by the training in making the target attainable It should be emphasized
that these points are to be regarded as a summary of the diagnosis made during the survey, and nét

L)

as a criticism of the training , , ; ¢ ~

(a),Job descript‘fons regarding‘the tagks of the health personnel within
family planning were completely lacking The:training programme was
indirectly based ¢n the ideas of these tasks which had gradually been
evolved during thé pilot progect. -

(b) Certain topics were too theo c‘ical and unnecessarily comprehenswe
and-complex in relation to the time available for the training and the
« . nature of the tasks. . .

A (c) 'There was- a relatively large and unplanned overlap betwer - differfent .
. lessons. - /‘a
(d} The time a.llotted to group work was, igadequate ‘ _' : o T
"(e) Teaching aids were to a véry great extent lacking The blackboard was . i :

.. " the,principal resort on all occasions - Cot

» (f) The ﬁeld work (journeys included) took up no less than about 46 per cent .
- of the total duration of the course, but.its training effect wasin nothing
. o like the same proportion . . i v e

(g) The evaluation was designed to show that the trainees had increased their
knowledge and to provide a certain feedback of what had been learned on
"~ the course. The two tests used at tlie beginning and end of the traimng
. only covereéd certain-aspects of the course, The results were not com-
’ municated to the teachers, nor were they used as a basis for alternations
e to the training- Thus the evaluation was not iftégraied’in the tra.ming,
which thérefore lacked very important elément, ‘hamely a deliberately
. . built-in. feedback system to facilitate sucgessive modifications and
1mprovements to the tnaining :

(h) In the ]Ob situation the Health Peraonnel weré without any kind of . . |
‘. educational matenal such as flash cards, leaﬂe,ts, models, etc.
whatsoever.

Fal

. (i) The training was we11 directed administratively, but there was no real «
et ) pedagogical leadership at all. -

5 . 3 -
- o

3. Changes effected .

Introduction > * . . . T .

' PE ¢

In ofder to remedy the training deficiencies reviewed in the previous section a working party we.s

et
«

%

set up.

the d1agram on the next page.

The obJective for the three remaining Weeks of my first sit being now »to plot the main

contours of a revised training programme to be tried out duxy the -summer and early autumn.oi

a [

*966 - N _ - 85 / e ‘
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Modifications concerning ;

docuxn*e‘htednin the form
o(f;a Teachers' Manual,

;|  the training courses.
K v

B
*

The production of. material of .

immediate:us:e in the ]Ob . 3

situation. e !

- leaflets, visual aids, ete. . 7

_» directions for carrying out
the work.

- factual reference material
{e. g. regarding the side 4

J effects of different contra .

cepti’ves) “1 )

t;\ N

o g <k

Planning

' documented in the form
* of A Guide }to Family’

*

v

b oe—
3

‘Recommendation that the Health
| Department appoint a-single . 1T
authority responsible’ for all* :

family planning training and at

" the same time invested with the A
pedagogical dire.tion of the ’
J : tra.ining in Bandaragama. i
A N Q ) "
- Wy . <

relatively -close detail regarding each topic

recons’g'ucted. o s . -

N

- . The. framingof 1ob descriptions

-

) . Taking the job d‘escrniption as our starting point we tried to forn\ulate‘athe training obj'ectivee
‘behavioural terms, but this procedux'e had to be abandoned &8 too prodigal of tiine. Instead the . )
training was divided up into topics, with the job description as:background, after which behaviour in ‘
the job situation, training objectives, course content, media and evaluation were discussed in

T‘he material thus produced provided the i‘oundation of
the Teachers' Manusl and the Guide to FamiI) “Planningt )

)
i

We ehall now turn to consider various elements in the traimrg which were revised or

'y
*

Y

A preliminary drait of the job deecriptions was ready by June 1966 and was successively revised.

The policy expressed in the, following job description, which together with the- corresponding JOb

description for PHNs and PHIs, was approved by the Advigory Committec in August 1987, is that .

previously laid down by the Health Department making the midwife the key person in the programme.
Instructions for %he guidance of Public Health Midwives in Family Planning

" Genepal: W *
Genebal:

. . ,»“ | 86

* - . 83

-

v

. ®
)

)
¢ L]

: 1 Discues Yith the couple - whenever possible - about Family Planning.

2 Get in contact with the expectant mothers at the Clinice and during Home
Visitz and. discuss Family Planning.
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3, Meet lactating mothers. and tdlk to t}uem further aboutawhat they had

C e 0 already been told prior to dehvery. ’ .
) - " 4, Visit mothers who are practising Family Planning and encourage the °
K . . o continuance of the practice. " * . ' ' :
5. Keep proper‘records of all Family Planning activities. PR

6. Make contact with women's organizations in the area.

eciﬂed DutieB.
. Routine Home\Visits.

/I Q

’

“‘ . : 1, Estimate the number of productive couples in the area. .

2. ,Introduce the subJect when some problem of personal interest to the
family is being discussed , . Wt

o

3. Stréss the need for" spacing children. - . c o

4. When talking to families, consideration should be given to religious
susceptibility, economic background and social. set-up of the locality -¢ .
also considering the eg.zcational standard of the couples concerned

5. Whenever poksible have discussions on Family Pla.nning with wife and _
husband together. .

[}

. ’ 6. If the circumstances are conducive talk about various methods as
; indicated below: -

n S : + (i) Female ' - Oral tablets )
S . ' - - Loops .

) s ' N - - Foam tablets
L ot \ > - Spermicidal pastes -
- ' ' t - The diaphragm and jelly

3 ’ - Surgical sterilization
. . (ii) Malé - Condoms’

% G 1. S B Surgical ster,ilizatxon - .

' T ~ o) . - Safe period :

. - Coitus interruptus

- ‘ _ 7. Discuss the relative value of each method. Use educational material and
. : samples of contraceptives in the discussion. ,
1 . ] / ‘8. Hand oyer leaflets on the subject, ‘

9. Help the colples to choose the methods they like to practi'se.

-3

10. Supply condoms and foam tablets ii“required.

<o

11. Direct those willing to use methods requiring .a. Doctor's examination to

. the nearest Clinic. Give tifem the reference card. ‘\
12. Clarify any false information that may have been spread regarding the »
: - different methods.of Family Planning )

Clinice {Maternal and Child Health): '
13, Include Family Planning in routine talks én various health subjects,

, 14, When discussing with expectant mothers tyy to introduce Family Planning
N ' o o if suitable.

9
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.

- - . 15, Speak to the mothers regarding growth and. development of children and
. ) explain how too frequent pregnancies affect the health of children. Also
how pregriancy and lactation affect the health of the mother.

‘ . C _16. Whenever possible talks should be supplemented by educational material.
T . ' 17. Assist the Medical Officer with I.U,D. work if asked.

o Special J—lome Visits for Family Planning Follow-up: ™~
v ) a .

18. V]éSIt homes of those who are using family planning methods and check yp
to see whether: ) .

L4

R ' C (i) they are following the method as advised;
. o (ii) there are any side- effects; .
cL. : (iii) they require a change in the method:
(iv) they require further supphes of contraceptives. /

19. Visit homes of those who, are using_methods at the following stages:

(i) as early as possihlé visit the mothers and see ‘Whether they are satis-
fied with the method; 2

(ii) for the purpose of giving new supplies of contraceptives, before the
stock-of contraceptives with them (mothers) are.over.

. Loop: - -

/ LA B oo
. - (i) after being informed by the Medical Officer that a loop has been o
‘ inserted, a visit should be'paid at the first opportunity ard notes taken
‘of ‘any szde-effects, .
v ) T (ii) after one month; " .
\ .o , . (iii) once in three months if there are no side-effects;
) (iv) if there are side- effects whenever visiting that particular locality for .
routine work . : .

" Qral Tabl ets'

@ : (1) figst opportunity (according to routine programme) after receiving
1nformation to see for any side-effects or problems;
(ii) before the tablets are finished; .
, ’Siii) re-visit is necessary in order to direct mothers to a clinic for .
LN . L' turther suppli,ecs»or medical advice. ”
) Record Keeping' T - b T T T o .
A ® . 20 Useé the followzng recordg} in connection with Family Planning work:
L e - ¢
o (i) ante-natal card; e

(ii) the information (form) to the Pubhc Health Ingpector;
, (iii) the pink card; . -
- ) . ] (iv) reference (form) to'the Doctor; ‘ . :
-{v) the Receipt book; . ’ .
(vi)the Monthly Return form,
(vii)the Yellow card; Lo > “
. (viii) other forms, .

o Cortasts with Women s Organizations'

21 Keep contact with Mahila.Samities, Kantha Samities, Rural :‘Development
. 'Societies and other Women's Organizations in order to get them to
. . ) . support the Governmental Family Planning Programme,

~ w

22. Enlist the co- operation of these-grotips of women to organize educational
programmes on Family Planning,

]
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Assistance from the other, staff: . . N
P 23. Contact the Public Health Inspector of the area in the event of the husband

needi.ng family pla.nn.ing advice; |,

24, Contact the Public Health Nurse of the area in the event of any difﬁculty
“in educating the mother on family planning. e

Thus the Public Health Midwife has to carry out fam11y planmng work along with her Maternal and
Child Health actwities and she plays the following roles.

c ‘ \ 1, ‘Role ‘of an educator - educating COuples and motivating them to use family planning
: < methods. NI
w " ‘ - -
- 2. Role of a supplier - supplying contraceptive‘s; .
3. Assisting role - helping couples.to get medical attention in connection with
. ty - family planning methods;
: s . - insertion of the 1oop; L . .
. . - diaphragm and jeélly; - ‘ W
T - stenlizat1on . T . kR
a The main responsibility for the Public Health Inspector is community health education in

“order to motn(ate people for family planning. _He would be conducting group meetings with com-"
munity\and other suitable groups., One of his special duties W(.?ltld be motivating the husbahds for
family planning. - . " '

Despite the-lack of precision which one might find in these job descriptions, they provided
an excellent, basic material in dete‘rminir'xg training content and as ‘dlrections for the conduct of the
. . work in the field. : ) -t
AN ) T eaching aids- and’job alds
In order to provide the public health with a mlnimum of - educational supply it was planned-to: produce

" as early as possible a set of pictures 1llustrating the process-of conception and the functioning of
different contraceptives. _ \ N
During 1966 drafts were also made for two leaflets prov1ding brief information on family
planning. and various contraceptives. These were distributed in 1967, and during the first year of
_ the programme they werg the only inf.: -mative material ave.ilable .
Mention should also be made in thig connectxon of 'A Guide to Family Planning'. Thisis a
manual designed to give the field worker (PHMs,. PHNs and PHIs) facts about family planning, the
government programme and instructions for the famlly planning job situatlon. The manual serves as
‘a ready referencé and reminder of what the Public Health Personnel has already learned in the
training centre. Special importance is attached to health education.and aspects such ‘as‘.

- the creation 0f’a need of family planning;

- resistance to change; . M
,‘ * - how to overcome resistance . .
. ® "= motivation. . . - ‘ .
- human.relations; ; Co e

- first contact with people; - ] ° e

s . . | oy
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N . o

. - hints for a visit to ‘a family, o l . '
x . Cl . - hints for a‘talk to a group; . ‘s o
- hints for discussions.’ :

Theoretical course content e TER

LB

C‘assroom instruction was now allotted rather less time, but the ‘most important change 1ay in a

v T

re- structurmg of the total content so that more scope was glven to sections dealing with pre-
conditions’ of behavioural clange and.the pract1ca1 conduct of the work, at the same time as more
irrelevant and excessively complicated ¢ c0urse content was eliminated. ‘
Asg-can be seen from Table 2, the various subJects were given new names desxgned to.convey
more clearly What they cover. A.neyv section entitled 'Resxstance to Fami],y Planning' was added to

Health Education] . o C o co
14

.
S * . »

* The group work ’ : ;

Considerable changés.have been made to the group ‘work in that the time allotted to it ‘has been
" increased and greater emphasis has been Placed on individual training. "The objective of this part of
. the training was formulated as follows‘ . . -

- to give-each tramee opportunity to practise the educational aspects of her
«duties; - ° .

- to make each tramee competent in applying the knowledge of educational
principles and’ usmg a1d material when oommunicating with groups or
mdiw.duals, Lo s

T . . A h . - to help each tramee 4o acquire the art of introducmg faxmly plannmg
‘ ) ) without’ creating an artificial atmosphere ‘o
The subJe'ct of group practice is introduced to the whole group, emphasxs being put upon the form of
expected tra1nee be‘law.our after such practice. 'I‘he tramees are dnndeﬂ into three groups dumng
‘one of the lessans on health education This part of the training is then described in detail The
three-groups will have practical lessons at three different stages with a teacher to guide and asszst
them The following practicgl lessons are provided: , _-

. ‘ . (i) talk to a group-without aid material; . T
. . (ii) talk to a'group with aid iaterial; . _ e
’ (iif) dialogue with a mother without aid uraterial; '
. {iv) ‘dialogue with. a hother with aid material.

'The groups perform se'parately during the first 4 lessons. Then they meet.as one single group and .
trainees perform in front of the entire group. LAstly the groups.meet separately during the next two
° lessons, when they will be capable of more experienced performance.
' . Field training R )
The obJective of the field training is to nge the trainees a thorough knowledge about how to carry out
home visits in connection with famil) pla.nmng Each trainee has to write field notes.regarding work‘
done by Her. Every instructor is expected to plan the day s work, and discuss same with the’ tramees
before going ta the field. The t.ainee shall be given maximum responsxbihty in approaching and

~dealing with the situations while the mstructor assists whenever necessary.
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‘ “ ' Table 1. Resumé"of topics.for public health midwives .
- ) - = . EE 2 > )
’ E N e Lo o Methods . '
. : T Al . ) BRSO " -~ Group i
- A '+ Topics _Class*  work and" -
oo . , ,.” room ' individual Demons-
i R - L . lessons training tration  Total
' s 1 Orientation ) ‘ w0 . 1
] ‘ \ 2 Why Fam11y Planning? i S v
e ‘,, /(a)'Health reasons " 1 | 2
. S \ .{b) Econgmic reasons - S S
: g ‘ 3. The Governmentaleamlly o .
- \ ‘ S P~1anning Programme 2 - : " 2
Ty S 4, Contraceptwe‘Methods i . 5 g " ¢ 5°
s . . 5., 'Health Eduqatlon ! o ( #
' . B () Prmcxples and methods K '; ' _~' ) .
. . of: health educatmn :
) . .o (b) How'to éommumcate with
: fam11y o 1 * 14,
) v ' ] (c) How to communicate with
agroup * ° . 2 -
* . Y (d) Pracfical lessons , " C 8
. ‘ . 6. Resistance to Family Planmng 1 3 . L4
: " . . 7. Record keepmg ‘ 3 ' -3,
. g . 8. -Field: trammg . ' 14 . 14
i . E ; 9. The role of the health personnel in * n
; . the -Family Planning Programme 1 D
. . E: . JQ.'Demo¥trationt - IUD Clmic T ‘ ) 2
; 11. Semmar v . . , 7 1
12. 'M1sce11aneous , ’ ‘ v
‘ (Films on Family Planning, '
. 3 .
. ‘extra lessons). 3 i
N ‘13. Evaluation ' . L. 2 2
'\ -Total . 26 32 .2 60
) ) (x) The figures refer to number of lessons (one lesson = 45 minutes).
3 o . . TS
- : . 9
4 "
eeea L Vo ° ’ - '
» ’ * -7 ’ .,y W ’
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( Topic: family planmng is not contrary to 1‘e11gion) ate directed to ohserve the following points.

y B .

du

An approach to external evaluation of” training

s °
f

4

.

2

N .
{ .

A .

In order to remedy the inefficiency of the field training, it was suggested at one point that
the number of 1nstructors be increased so that each instructor only had one trainee to supervise. ' N o

This alone wou1d have resulted in a 100.per cent risetin efficiency.
o 4. Eva.luation » ) .

5

As we have .already observed, one of the leading principles in the revision of the training has been

" to test it successively so that the changes effected can be empirically 1mp1anted in both teachers

and trainees. The training scheme devised after the fi/t'st visit was tried out at the Point Pedro
training centre and evaluated by means of two er.tten tests together with systematic obgervations by
the training centre Health Educator of the functionmg of the training, The experience thus gained .
led to a modified form of the training which was extended to Bandaragama.in, December 1966.
Further changes in the trainmg scheme were decided on at teacher staff conferences, which were
now held regularly: every month. Thus the training scheme described.in this part of th¢ rizport is
the resuit of an 1nforma1 and formal process of evaluation and refers to the- training scheme as it

stood:by the summer of 1967. Thus it shou1d be noted, in keeping with the attitude previously /

) adopted, that the training was not conclusively evolved but that it 1s hoped that evaluation has been p

1ntegrated in the traimng system to facilitate successwe evaluation and revision as necessary.

' The &valuation 1ncorporated in the training can be said to have the following obJectJ.ves'

I3

(a) to assess to what extent the-individual trainee is reaching the stated
N ) training aims;

(b) to assess the progress that the individual trainee is making during the
tra1n1ng, ' : ) P

P
>

N (c):to determine the effectiveness of th: teaching procedure.

4 These obJectJ.ves are eValuated by means of the group work, . the seminar and the field

training as well as two written tests.

The-redi‘sposition of the group»‘wr*r'k makes it possible to evaluate individual trainees! ‘
performance and knowledge during thue course, at the same time ags this evaluation can be used to a

certain extont as a feedback to the theoretical lessons pr’eceding the group work. When a talk is |
given or a dialogue situation presented, the audiegce in the group are instructed to observe the ;
performance and evaluate it, Trainees practismg giving a talk to a group (i e. Place of talk: Child

Welfare Clinic in a Muslim community; Group mother against family planning on rehgious grounds;

N g (a) Does she stand in front of the group correctly?
(b) Does she use the right expréssions?"
(c) Does she use gesiures correctly? ")
(d). Has she contact with.the group?
(e) Does she hold the attention of the group? .
(f) Does she impart the facts correctly and in a relevant manner? *
(g) Does she support her words w1th the satisfactory use of the material?

°

o2
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(h) Does she.allow the audience time to grasp facts?

(i) Does ghe face the audierice properly - not turn her back when using the
mater1a19?' . ,

(j) Does she summarize at the end and fimsh on t1me? ’ ot

When the trainees are practising a family planning dialogue with a mother 1n role—playlng sxtu..tions
they are made to assess the, follqwing ‘

“ (a) Does she attempt to win the conﬁdence of the mother?

(b) Does she greet the mother when meeting?

(c) Does she talk to the mother on matters of interest to the mother?

(d). Does she introduce the subJect of Family Planning in a natural manner?
(e) Does she uge correct expressions?

(f) Does she use the aid material satisfactorily?

) Y . (g) Does -she listen patiently allowing the mother to gi‘\,re her views?
. (h) Does she relate scientific facts to the ideas of ‘the mother correctly? x
. " (i) Does she embatrass the mother? . ’

(i) ‘Does she ‘keep within the time limit?

Each presentation is discussed on the basis of the trainees' and the tfeacher's observations. One
constantly recurring observation in the summer of 1967 was that trainees simply did not know how to
use materials. They also had difficulty in broaching the subJect of family plannmg in normal
conversation without creating an artificial atmosphere. : R

Written evaluation is effected with the help of three. questionnmres

- 1 multiple-choice test; ’

- 1 test with short answer items and limited-response items; ‘

- 1 general evaluation questionnaire of the type_ctescribed on page 93.

The multiple-choice test consisted originally of 35 items but was subsequently reduced to
25, The only knuwledge that mu1t1p1e-choice questions really test is that of recognition, which
makes them of limited value when trying to determine whether objectives of other kinds have been |

attasmed. This type of test is employed in the present context ‘mainly for prantical reasons: it can he '

corrected rapidly and the results promptly conveyed to teachers and trainees and discussed in the
.course of training. ' . ?

( To supplement the -multiple-choice test another test was devised containing questions which
were 'thought to resemble the demands of the actual Jjob situation, e.g.:

What advice would you give a mother who uses oral pills and complains of: .

13 /
(1)Nausea ............... e teeneesees Ceeseens
(2) Breast tenderness «.......000e...
(3) Spitting blood .. ......... ve it

Altogether the testicontains 16 questlogs which take 1 hour to ansWer

»

The follow.ng plan prevides a summary of the nuimber of- questions covering different topics:

23 | . R
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! M choice quéstions answer questions
/ -
v 2 (a) b 0 . ° 2
2(b) &3 : 9 : 2
4 5 / 7
*5 (a) (b) (c) : 7 0
6 4 » 0
10 0 5
- 25 - . 16
. . 1]
As has already been observed a more integrated evaluation is gauged from topic 5 (d) .
(Health Educatxon - practical.lessons), topic 8 (field trammg) and topic 11 (the seminar), For some

/

external evaluation of, training -

B

number of multipie-

»

number of ‘short-

topxcs the evaluation is included in the lessons, i.e. m topic 7 (record keeping) the trainee practises

how to complete the different records and forms that are used. During the lessons ‘imag‘lnary‘ vases

are used and each trainee has to fill in the records, and some trainees also practise in front of the

whole group at the flip -over.

Figure 4 shows the results of the multiple choice test given on the 196768 midwives'

courses,

was 80 per cent.

The average pre-test standard was a_bout 30 per cent, while the average post-test standard

The items with the lowest post-test standard were topic % (b} - Why Family Plan~

ning? Economic reasons - and topic 3 - The Governmental.Fax}lily Planning Programme.

100 5

90-

$0-]

Figure 4. a’Average response
frequency (in percentages)
for zach item in the multiple- (p_]
choice test for midwives in
1967-68 (N * 100)
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In the specia.l questmnnaire the trainees are given the opportynity to-set down their opimons
of the design of the course and its shortcomings as they see them. The results of this questionnaire
were discussed together with those of the tests, at teacher staff conferences, and these-discussions

have led to repeated revisions.of’the training/ .

b
B

L3N 5. Teachers'ManuaJ/ . - ‘ "

o

The revised traming course is documented in a Teachers' Manual which is intended as a guide to
teachers entrusted with implementing the family planning training proprarime. Objectives, lesson
outlines, training aids and teaching hints are given in that order under each topic. We can illustrate .

this by reproducing topic 2 (a): Why family pl

ing? yHealth reaspns (1 lesson): - ) . ]

Objective: to educate the trainees about the need for family planning from the'pointa of view:
of the health of the mothen, the children and 1e father,

Outline: 1. Protecting the.health of the mother:

(a) frequent pregnanciep affect the health Zf the mother;
(b) an’expectant mothe has torlook after erself as well as the baby growing

o

4

N in.-her womb; $
- (c) breast-feeding the jlew-born places a strain on her health, etc.
' 2, Protecting the health of the children: ° .
(a) if mother gets pregnant within 2-3 mpnths after baby is born she may not
be able to produce €nough milk to feed the infant already born because of
weakness,
* {b) breast milk is necessary for infint's health.- Mother's milk glves tlae
baby a better chance to live;
. (c) baby can be born prematurely and can become weak as a r@sult of
) frequent preg’nancies
- 3. Protectmg the health of the father: .
) N (a) health will be affected by overwork in supporting.a large fanuly, )
Vo (b) if baby is weak and sick father cannot rest.
. Training aids: Flannélgraph - words and terms in colour. ‘
& . . ) “n % <
¢ ! ) , . [
f' . . \ toe
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5o . . . . . .
"& IS ) ) ‘- .“
BANDARAGAMA TENTRE : ¢ - >
_ . QUESTIONNAIRE TO BE ANSWERED AT THE BEGINNING AND AT THE .
3&‘ .~ END OF THE TRAINING - B o |
E\ . . N . ¢ v ) ' . oo
LY { A N L)
i 3,
1, Which factors play a con51derab1e role when .a family decides to practice Famlly PJanning? .
2 Do you think’ that a family ¥ould \.hange its attitude to Family Plannir.g in case any of the
‘ above factors menuoned by you in reply to queshon 1 would change? R T N
¢ . - -
. . B ¢ R
3. To what rehgmn do you belong? \ . .
® Do,you think that your religion is m\ favous: of Famllj Planmng or not? N
(a) explain why not in favour: : . : v '
(b) explain why in favour' s ! .
o o b . . ) y
. oo _
4 H Wﬁen paymg Family Plarmfhg home visits to-a family, there are agvantages and ) ‘<,
dlsaavantages- ) . : . ) ‘ ‘
“(a) what .are the advantages? ) - " '
(b) what %are the disadvantages? .
5. Plea}sae mention what Fam'ilvalanning methods could be issued- ’ - 5
(a) in the field? ’ T ;
(b) in the clinic? - .. oG
. o . .
6. When do you think a family is most favourable to Family Planning?
# =« (a)before childbirth? ° . - . BN
(b) after childbirth? . S NP o
7. . °“If'the family is indifferent to Family Planning, what can ' reason be? : s .
. ! ¢ . .
‘; 8. How can you overcome the reasons radentioned’in reply to-question 7?
“‘ 9. What are the points you would consider i m teachmg a trainee in the field?
10 Mention the ways fiow Pubhc Health personnel could dssist lr‘q Famxly Planmng 2rogramme

i ‘ in & rural area, v &"ur

N
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Q_ocﬁ“ment No, 6

GUIDELINES FORI.B.R.D. 'S EDUCATION SECTOR REVIEWS
AND EDUCATION 1/ PRE-INVESTMENT STUDY PROGRAMS

by M. Hultin and C. van Dijk

)

¥

t. OBJECTIVES OF THE WORLD BANK GROUP'S FINANCING
IN EDUCATION :

1.1 The World Bank Group's objective of financing education in developing countries is the .
promotion of economic development. The Bank is, however, fully aware of ~the social, environ-
mental and cultural objectives to be served by the education systems, and a growing knowledge
of the effect of these factors on development has led to. the formulation of broader Bank objectives.
Those broader objectives have been reflected in the Bank's Education Sector Working Paper of
September 1971. The Bank, however, continues to focus its operations on education projects which
are oriented towards economic development, :
1.2 Increased emphasis is being placed on the qualitative aspects of education. Existing sys-
tems of education and training are not effectively contributing to development because of deficien-

cies in orientation, content and technology. The Bank is giving particular attention to projects

which would lead to improvement, modernization and economic relevance of the education and train-

ing sectors or sub-sectors.

13 The serious shortage of financial and other resources may defeat these objectives unless
the internal efficiency of education systems is improved greatly. A major objective of Bank financ-
ing should, therefore, be the promotion of efficiency so that improved-outputs will Le obtained with
lower inputs of scarce resources. To attain this objective new structures, techniques and changed

input combinations may be required.

1/ The word 'Education' in the title (and in the text if not stated otherwise)
covers both what is traditionally defined as 'Education' and what is defined
as 'Training'. The word 'system' is used in the widest context aud includes
'formal' as well as 'non-formal' activities,

o7
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1.4 In short, the Bank's objectives are: first, qualitative improvement of the education and
training systems to meet economic and other priority development needs, second, increased effi-
ciency te reduce cost levels to the limits of available resources, third, quantitative expansion of
facilities where such expansion is justified by manpower demands, fourth, broadening the base of

human resource development by increasing opportunities for basic education and skill formation

outside the formas school system.

2. OBJEC™IVES OF EDUCATION SECTOR REVIEWS

2.1 The objectives of education sector reviews are to:

(a) Analyze the education system of a country, and its capacity to promote
economic, social, environmental and cultural development efficiently;

(b) Suggest whenever necessary and possible, ways and strategies to
improve, expand or reduce the education and training system so that it
will achieve aims which ave relevant both to the society and to overall

development of the country; and, in close conjunction with the proposals
in (b);
N

(c) Identify priority investments in education, and

(d) Prepare programs of pre-investment studies necessary for development
of the education sector.

22 An education sector review should go beyond the objective of World Bank financing as des-
cribed in Section 1, and should deal with desirable social, environmental and cultural objectives of
education and training, since no comprehensive education sector review can be made without con-
sidering these aspects. The review should, of course, primarily serve the country in which it is
undertaken, and this country will undoubtedly also be interested in education objectives other than ]
those directly promoting economic development. The review should, furthermore, serve agencies
other than the Bank Group which might have somewhat differing education policies. The main em
phasis should be, however, towards pre-investment studies and projects for economic progress,
with consideration to underprivileged areas and population groups.
-2 3 The main-purpouses ofthese guidelines are to: (a) describe the necessary analysis preced-
ing the identification of education investment projects and of pre-investment studies, (b) descrbe
various aspects of education pre-investment studies, and (c) describe the execution of education

sector reviews.

3. STRATEGY OF EDUCATION SECTOR REVIEWS -

31 Until recently, international and bilateral agencies' activities in education have been mainly
concerned with assisting the developing countries in expanding their educatxon systems largely within

existing frammeworks. Although those frameworks have been questioned fx'om time to time, few

Q ' 96 : o8
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) I.B. R. D. '5 education sector reviews and education pre-investment
study programs

serious attempts were made to review from scratch aims, contents,’ structure, technology and

financing of the education systems. One reason why a time-consuming overall review of existing
systems was seldom undertaken was the urgency of expanding education within the shortest possible
time to meet a desperat‘e shortage of manpower in the 1950's and 1960's. Another reason was a

lack of awareness of the system's low external préductivity and internal efficiency and of its cost-
liness in relatior to available financial and manpower resources.

32 Further expansion of existing education systems would in many cases lead to a qualitative
deterioration and excessive education expenditures. There is, therefore, a consensus among majut .
developing countries and international and bilateral education agencies that changes aimed at increas-
ing external productivity and internal efficiency and decreasing production costs per graduate are
essential prerequisites to further expansion, Necessary changes can hardly be }.\chieved, however,
within existing frameworksu. New approaches are necessary and old concepts must be systematically
questioned. The traditional tripartition of the system into primary, secondary and higher education
may no longer be feasible. Boundaries between formal and non-formal education, as well as bet-
ween education and training may be artificial and may be abandoned. The formal education of a
child in the 7-12 years age bracket should not a priori be considered as more important than the
training of the adult. A good pre-school environment and suitable nutrition are essential for the
child's intellectual development and appropriate parents' education may be a method to achieve this.
The concept of lifelong learning should not be overlooked and the importance of informal training for
those outside the formal system must be emphasized. Administrative boundaries between mass
media and education should not be allowed to prevent a full and integrated use of such media for
learning purposes whenever feasible. Existing concepts of utilization and composition of staff, phy-
sical tacilities and the academic year snould not conceal the fact that those concepts are based on
traditions of an old society without access to today's technology and means of communication and

transportation. , '
3.3 It would be unrealistic to believe that the short t{me generally available for an education
sector review executed by expatriates (compare Para. 3.5) would permit the creation of an entirely
= 77 7 mew education system, and-there-are-education -elements-which shoula‘sv,rviveimeverx-sy'stem.
Nevertheless, a searching inquiry into all parts of the existing system, together with evaluation of
alternative structures and technologies, might be a useful and necessary first step to bring about
greater willingness of countries to experiment and innovate.

3.4 The reviewers should, therefore, look at a country's education and training system in the
widest sense and evaluate the role of the systerﬁ in promoting overall development. It should be
realized that each part of the system should comprise a building block of a complete education pyra-
mid. The purpose of each block is chiefly to prepare the student for a place in the society, rather

than to prepare him for a place in the next stage of the education system.’ But a free flow of students

o\
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" within the system should also be possible. The relation and interaction between the labut niarket
and the education system should be studied in depth. Much attention should be given to .he employ-
ability of school leavers and the establishment, of a school-leaver tracer system might be desirable,
3.5 Since an education sector review mus* fully reflect the country's needs and aspirations and
lead to effective implementation (which must include provisions for a continuous debate, discussion

rand review of time kind of issues with whish the survey will be dealing), the country's own educators
and other specialists should idea[lly be responsible for and execute the review. The role of outside
experts would be to provide technical know-how as well as appropriate information of recent develop-
ment of education in other areas of the world for comparative purposes. An education sector review
of the tyf® and depth described in these guidelines should be undertaken by tearns of expatriates
under special circumstances. Such circumstances might be the need to identify education priorities
and projects within the context of a multilateral or bilateral development program in which ume and
manpower constraints prevent a survey fully undertaken by nationals. In other cases the country
may consider an evaluation of the education system by an external organization an important asset
to arrive at an objective and politically independent proposal. The country's own educators and
c\;ther specialists should, however, always be involved intihe work of the survey team to the extent
possible and consistent vith the overall objectives of the survey. ‘

3.6 An education review should dtart with the aims and objectives of the country's development

efforts. What kind of society is expected in political, economic, social, environmental and cultural

terms? What is the planned economic growth? Are the expectations realistic? What would and

should be the roles of the major social and ethnical groups in the future? What would be the role of
the woman® How might and should agriculture, industry and trade develop? Have the expected or
planned developments been conceived in operational terms? Is it nossible to define the demands on
the education system which the prospective overall development of the society would cause?

3.7 The review of the couniry's overall development shall sho v the way to and guide the discus-

sions of the aims and objectives of the education and training system, forma. as well as non-fortal

and its external productivity. Are the proclaimed educational aims and objectives relevant to the
development eftorts? If thé aims -and-objectives.are relevant, are they also-achieved - 1.-e. is the -- . - —
external productivity satisfactory? How do we know that they are achieved? Aims and vbjectives

are often vaguely defined and seldom (‘described in such operational terms as would permat quantita-~

tive evaluation. They may have little relevance to development and a difficult but necessary task for .
such redefinition is it possible to proceed with a fruitful analysis of the system. The viscussion on
education aims and objectives must be related to such factors as the country's demography, the

rural a.nd urban development and migration, tribal and religious divisions, underprivileged areas

and population groups, possible uneven distribution of the country's assets with pockets of poverty,

possible areas of cultural isolation, employment, semi-emplo_yment and unemployment, bureaucratic
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characteristics, pattern of leadership roles, etc. A discussion on obgéctives must dwell on ‘internal’
factors jn addition to the 'external' factors mentioned above. Such factors are the cognitive, attitu-
dinal and behavioral achievements which should be expected by the participants in the learning sys-
tem Is literacy achieved as scheduled? The external, and internal factors have ,a.ll important impli-
cations for education and training requ1rements which must be considered.

38 An education system's demands for facilities and staff depend on content, size, structure,
technology and other factors discussed below, and a final costing of a system cannot be made until
all those factors are kaown. However, available resources have a decisive influence on the shape

of an education system, and tentative resourcg parameters should be established at the beginning of
the study and an awareness of costs and staff supply is necessary throughout the study. The inter-
action between the resources@pplied and the education development attained should be examined at
each stage of the study.

3.9 The second step in the review comprises an analysis in depth of the formal and non-formal

education and training content and structure. Such review must be comprehensive and cover the

whole system and the way its different parts fit together. How does the content meet the objectives
as they are defined or should be defined? What is the correlation between the content and the de-
mands of society and labor market? Is the education and training sufficiently practically oriented?
Can the graduates from universities and vocational institutions enter the labor market without unne-
cessary in-service training? Are possible problems of environment, over-population, tribalism,
religious diversions, land distribution, law enforcement, tax collection and other factors mentioned
in Para. 3.6 reflected in the educati?n content? How is the 'educational profile' of the society com-
pared with the school's educational profile? How do content and structure interact?L .Does the
structure give sufficient opportunities to rural students, to women, to illiterate adults? Are the .
rural areas filled with incomplete primary schools which force the 9- 10 year-olds to new schools 1n
other villages if they want education beyond grades 2-3? Are non-formal education and training
given the proper role in the structure? In particfxlar, is training within industry and other enter-
prises supported by the government to achieve an optimal use of all resources? Does the structure
provide for the use of staff and facilities during evenings, vacations? Does the structure create a
burdensome boarding system? How significant are local movements such as the Harambee schools
in Kenya® Are there non-economic explanations for impof'iant aspects of the education structure

and content (preference for boarding schools, etc.)? In those cases where structure and content

are irrelevant to the objectives of the education systém, the ideal sector review should -discuss
alternative contents and structures which would better meet these objectives.

3.10 The third step is an analysis of the technology of the education system. The word 'techno-
logy' is used in its widest sense and includes learning methods, management and staffing. A discus-
sion of learning methods would cover team and micro-teaching, programmed learning, pupils’

involvement in practical activities, correspondence education, radio and TV education, traditional
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classroom instruction, achievement evalaations, examinations and use of obJectivE tests. <\ discus-~
sion on management would include centralized versus decentralized systems, the relation and coup-
eration between Ministries (Planmng, Finance, Education, Labor, Rural Development, IHealth, etc. ),
between levels ('thstry of Education, universities, rfegional authorities, etc.). It would, further-
more, include information collection and dissemination, decision procedures and irr;plementation,
including possible participation of teachers and students, performance evaluation and supervision,
use of systems analysis and modern data processing, program budgeting, accounting and auditing
procedures, etc. The sufficiency and reliability of the education statistics (including the financial
séctions) should be given particular attention. Does the administrative setup support a system of
'rolling education reforms'? In staffing, the divensification of the staff, staff training and staff uti-
lization are of particular interest! Is professional staff used for sub-professional tasks? Are there
social or cultural reasons for the adoption orxrejection of specific technologies in management,
teaching, staffing? This question is particularly relevant when it comes to the introduction of new

,media. Also in this context, a discussion of alternative technologies to improve the system is
important.

311 The fourth step in the analysis should deal with programming and physical plafning of the

education system. To what extent have education and training objectives, structure, curricula, tech-
nology, population distribution, urbanization, transportation means, overall economy an.d financial
constraints been considered in the physical planning, location and construction of schools and of other
education and training institufions” Is there a fair distribution of educational opportunities between
™ urban and rural areas and bZ‘tween the different socio-economic strata and groups of the population?
Does the system meet the ~quantitative demands of society and labor market? How do available edu-
cation plans and projected vnrolments and development of staff and physical facilities relate to eco-
nomic plans, population esfimates and future manpower needs? Is there already an overproduction
of graduates in somne education and training sector or a possible future oversupply? Is the current
and future supply ~and distribution o} staff, physical facilities aud learning materials appropriate in
quality and sufficient in quantity? I3 the utiliz,atibn of staff space and materials optimal? Are teach-
ing-staff and-school facilities beir g-used for any -relevant-non-educational activities? Are-other-per-
sonnel than teachers and other facilities than schools used for lcarning activities in counlries with a
shortage of conventional education cpportunities? Are school designs systematically studied? Has
the 'open classroom' concept been discussed? Is there a local production of leas.ing materials,
including textbooks? If not, should such production be stimulated? Are there any areas in program-
kr'x.{mg and plannmg in which the relationship between politicians, administrators, planners .and the
school staff are partiéularly difficult?
3.12 While awareness of costs is essential during the consideration of the previous four steps,
the fifth and important step of the renew would be an analysis of the costs and the financing of ine

education system and its internal efﬁciency, the cost per unit of production. This analysis should

1G(~l
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relate the costs of education to other expendiiures of the society. Lducation represents both invest-
ment and consumption fnd in both respects should be exposed to intra- as well as to inter-sectorial
priority reviews. The allocation of funds between education levels should be analyzed. The appro-
priateness of the higher education budget should be particularly scrutinized, as higher education in
many countries receives a larger part of scarce education resources than can be justified. Staff
salaries should be reviewed and the reasons for possible rigidities and anomalies explored.

"
3§

- Teacher's salaries form 80-90 per ceut of recurrent costs in education in many countries and ways
to reduce that percentage might be discussed. Administrative practices in hiring staff which some-
times inrrease the education costs should also be studied. Funds for school maintenance and pur-
chase of books and materials are often insufficient and no. only the need but also the effective demand
for such services and materials must therefore be explored. The review should discuss existing and
other possible sources of education financing for capital and recurrent expenditures, such as self-
help schem2s, loan funds to students, in-plant training with special taxation of enterprises, etc.

The cost analysis should give cost ranges, sensitivity to changes in inputs and, as far as possible,
alternative costing sc'>1utions for i“mprovements of the education system which may have been dis-
cussed previously in the review. The use of rate of return analysis for different types of education
and train.ng has been discussed in the Bank but is not recommended for use in this context. The

. financial analysis should project the probable growth in capital and recurrent educational expenditure
arising from all aspects of the educational development program and compare this growth with esti-
mated increases in GNP, government revenue and general expenditure. The discussion on internal
efficiency would not only deal with dropout rates, the repeater problem and the reconstruction of the
true student cohort but also explore the students' achievements at the diufferent levels of the educa-
tion ladder and their terminal performance. Such exploration should include attitudes and Lehaviors
as well as cognitive skills and knowledges to the extent possible.

3.13 The above five stages of the review should lead to a sixth and final step, which is the pro-

posal for an action program. If a sector mission has done a thorough job of analyzing the education
system and the direction in which it is ;noving, il ~rould be possible to examine alternative ways of
"""" *"r"emedy'ih'g‘ ‘weaknesses in the system, to propose a strategy for future development, and-to recom-
mend specific policies for all levels of education. The program should Le phased to the country's
overall development program, have a well-defined time pattern, include costing and give priorities.
Financial and staffing constraints should be indicated. The action program should be formulated and
organized to permit the full use of available local talents, and the ultimate goals of the program
should be to create an education system whlch while promoting economic and social developmnient,
7 can ‘be fully supported and.further dev eloped by the countr) s own manpower and capital resources.
Techmcal assistance should not be proposed as an easy way out of a staffing-problem. It should o_rllg

be proposed when albsolutely necessary for the program execution and the institution building. Wlen-

ever feasible, alternative ways of achieving the goals should be stated.
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3.14 The program should include a list of identified priority projects, which might be fmanced by
the World Bank Group or any other agency. AnnexI contains examples of possible projects which

may cover any part of the education and training sector. It is important that such.projects be weil
justified and limited to what is necessary to achieve the development objectives.

3.15 The action program should also define in detail the work that would pave to be done and studies
to be undertaken prior to the implementation of prOJects The sector review would thus contain a,

program of Le -investment studies. Pre-mvestment studies would be an aid in the design and pre-

paration of projects, and in many cases would constitute a prerequisite to the implementation of a-
project. They would form an important tool in reforming the education systems by recommending
means to increase external productivity, quality and internal efficiency. These means would then be

reflected in the actual projects A list of possible types of pre-investment studies is given in
AnnexII. ’ )

4. CRITERIA FéR PRE-INVESTMENT STUDY PROGRAMS
IN EDUCATION

L
2
4.1 The identification of pre-investment studies is a delicate task because errors or omissions

could have serious consequences for the overafl development as well as for the execution of projects.
When proposed education projects would depend on previous or current studies, e.g., manpower,
curriculum research, learning materials production, new media, etc. » the quality and coverage of
those studies should be carefully examined. When projects would depend on proposed new studies,

it must be assured that all relevant \opics will be covered. This coverage is important, as pre- *
investment studies may constitute starting points for a continuing development in curricula, educa-
tion cost analysis, school planning, etc. The task of identification of a pre-investment study shouid
include estimates of its requirements for technical assistance and counterpart training, but not any
possible sources of such technical assistance or training.

4,2 The education and training system in many developing countries is in such a shape that the
temptation-exists to-propose-a-lengthy .catalogue.of studies-covering the majority of-topics listed.in
Annex1l. Implementation otf such a lengthy catalogue would in most cases be beyond most countries’
capacity to administer and to absorb, and would delay development as well as investment. Itis
important, therefore, that the sector mission should exercise restraint in proposing pre-investment
studies. In each case i* should be clearly indiqated whether action on a specifig: project would be
dependent on execution of a proposed pre-investment study.

4,3 In a few cases education sector knowledge on a particular country may be so good that a
pre-investment study program can be produced as a desk study rather th.;n through a fieid visit. In
sucll_giii?_s, it should be remembered that the Bank Group's approach to education has only recently

broadened. Previous Bank and- Unesco_ m1ss1éns rmght have reviewed the education systems from a

relatively narrow angle. ! - _
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B 4.4 Pre-investment studies may be recommended with or without Bank Group project financing.
If project financing i§ foreseen, tfle financing of the pre-investment study might be achieved in valious
ways, either by the Bank Group or by another agency. Whatever arrangement is recommended, the
decisive factors should be the proposed study's contribution to the accelerating and Improving the
preparation of projects and to the execution of investments,

4.5 An education sector review mission would normally have neither the time nor the expert
knowledge to design the proposed pre-investment studies in detail. "Although the scope of such
studies must be defined in Lroad terms, proposals should be eufficiently precise to enable time and
cost estimates to be made. The objectives of each study should be defined clearly. Most education
pre- 1nvestment studies are expected to initiate actmn and induce change. Concrete programs for
implementation of proposed reforms must, therefore, const1tute an important part of the studies,
and this should be reflected in the stated objectives. If several studies are proposed, they should

be ranked in order of priority or arranged in a logical time éequence.

*

Y

5. IMPLEM ENTATION OF EDUCATION SECTOR REVIEWS®

5.1 An education sector review w111 include sector ana1y51s, pre-investment study program and
project identification. Project identification must not be re}:‘ggated to the third place of importance,
it is intended that the projects thus identified will be better conceived and, by the time they are
financed, fully backed by the requisite pre-investment studies.
5.2 An education sector review as described in previous paragraphs will apply a comprehensive
approach to a country's total education and training system. The analysis should show chianges and
trends in the system and would lead to an action program. Such an approach is more demanding
than a traditional education survey an.d may require bigger missions and longer duration. Proper
preparation and implementation of a sectc’)r review will, however, koeep staff requirements and time
within reasonable limits. Although a new way /of treatment of available data would Lie introduced,
collection of more information than has previously been requireu by education missions would not
T T Tnecessarily bewecessary. 7 T S - e -
5.3 For missions composed of expatriates (compara Para. 3.3), a saving in time and manpower
for data collection should, in fact, be possible as national authorities and international organizations
working in the country, such as UNDP and Unesco country representatives, miéht be requested to
assemble and provide specific information before the start of the review. A review of already
existing studies and programs of recent date covering one or more education sub-sectors might also
save mission time and manpower and provide useful information for the mission's own proposal. l

Such review may be undertaken in the Bank's headquarters before the mission departure by a mission

\ .
member who may have received this job as a special assignuuient. Close cooperation between the
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Bank Group and other agencies should create a umform appx oach to educatlon and trammg and
1ri1crease the exchange of relevant information, thereby reducmg the workload of a sector mission,
When possible, deployment of mission members in the field should be phased so as to maximize the

o]
continuous flow of 1nformat10n =

5.4 As mentioned previously, an educatlon sector review mission composed of expatriates

would not be expected to conceive an entirely new education system. Nor would it be able to produce

an education development plan duriring the time at its dispos'al. Hofbever, the action prograin would -
coqtain concrete proposals which would either support an acceptable existing development plan and -
assist in its execution, or suggest alternative strategies for future development and ways to imples
ment those strategies. It should in both cases speed yp the regu}ar planning process within the

country and aid national planning agencies.

o 6. COMPOSITION AND SCHEDULING OF EDUCATION SECTOR
' . REVIEW MISSIONS

|

|

|

|

6.1 The new broad approach to education and training should be reflected in the compuosition of

the education sector missions. Certain areas of study relate to the whole sector and require dif-. .

ferent types of expertise. They are, however, interrelated and should be handled with an integrated
> approach. These are: . °

(a) The social, environmental and cultural factors of the country;
(b) The demography of the country; ¢

(c) The external productivity, the economic factors, and the constramts of
the sector;

(d) The internal efficiency of the sector; .\ |
(e) The planning of the sector.
In addition, the evaluation of the following three subject areas requires special knowledge:

(f) General education - i. e., those elements of edica.ion which are essential
to the defined level of training regardless of the environment;

(g) Urban ‘develébmerit -1, ei.i,V all those elements in addit.on to the general o
} education which are peculiar to the urban e’ ronment and living;

(h) Rural development - i.e., all those elements in addition to the geneyal
education which are peculiar to the rural enmronment and living., «

How these eight areas might be covered by expert staff would be determined in each particular case.
A typical sector review mission might include a sociologist/ demographer, an economist/ human
‘resources expert, 1 general educator/planner, a specialist in industry and commerce, and an

|

.

i agriculturist. Other specialists, including experts on new learning media, materials production,
| adult educaiivu, nealth education, etc. would be provided as necessary. Ilowever, the aim should
|

!
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be to ensure that each mission would be fully capable of ifSS/eSSing the formal and.non-formal edu-
cation and trammg system againSt a bagl\ground of the country's overall development and its dewmands
on other sectors. v -
6.2 The actual size and comiposition of a full sector mission and the time in the field would be -
decided in each specific case, although a team of 6-8 members - expatriates and, or nationals e 3
should be appropriate in most countries. It may be necessary to spend 1-3 months in the field and
3-5 months for report writing. - ’ *
&
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SOME POSSIBLE AREAS FOR.BANK GROUP PROJECTS

Research and experimentation projects with new curricula and learning methods.

ol
Ass1stance in long-range educational planning, curricula design, school management and I

staff training, . - \

Development and introduction of 1nstruct1onal television, school radio, programmed
1earn1ng, correspondence education and other technologies. ’

’

'Development and production of 1earn1ng materials 1nc1udmg textbooks.

*

Pilot programs and schools in primary education.
Functional literacy programs.
Construction and equipment of s‘cqondarywand post-secondary institutions in general,

industrial, agricultural, commercial, business management, social and para-medical

" education and training.

*

Constructlon and equipment of university faculties of science, eng1neer1ng, agriculture,
vetermary medicine, education, bus1ness and business management and social science,

and other clearly development oriented subjects, T

M'I‘eennieo‘l_ assistance for the implementation of proposed subjects,

~
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SOME POSSIBLE AREAS FOR PRE-INVESTMENT STUDIES

¢

1.1
1,2

1.3 Employment of school leavers. ‘ .

1.4

Manpower studies.

Rate of return studies.
v

Trucer system of school leavers.

Education Aims, Gontents and Structure \

2.1
2.2

2.3

. Education Methods and Research

Study on educanon structure. §

Deve opment of curricula 1n .-,pecihc areas or levels of education and training,

practical subjects and coursvs. Furaﬂ or urban onentation. fliteracy programs, adult
< WA

education. . -

Study of performance and of examination and promotién systems, evaluation x;nethods.

3.1

3.2

3.3 Research on cducation contents and learning methods.

Financing of the Education System

l?gyélopment of p1ané for use of new media or new technologies (radio, TV,
programmed learning, team teaching, correspondence education). ’

Development of. education development centers.

4.1
4.2
4,3

Phy sical Planning and Programming of the Education System

Cost analysis (the whole or a part of the system)
Cost\:effecnveness : . R

Study of education financing (the whole or a part of the system).

e

R

5.1
5.2

Su rvéy .of ‘existing school facilities.
Study of school building design, building materials. ‘ /

. . o
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5.3 Physical planning and location of new schools or of other education and training

5.4

institutions and courses for the whole system or for specific areas considering:‘

(a) Required enrolmment to meet manpower demands,

(b) Structure,

(¢) Curricula, v

(d) Learning methods,

(e) 'Staff.supply,

(f) Population distribution, with due consideration to underprivileged
areas and groups, ‘

(g) Tribal areas,

(h) Urbanization rates,

(i) Transportation means,

(j) Boarding frequency,

(k) Economi¢ school size (Pre-primary level, primary level, secondary
level, higher education level, adult t‘rai,ning, literacy).

Development of plans for local production of learning materials (including textbooks).

Administration and Staffing of the Education Systems

6.1

6.2
6.3
6.4

Educational management (central, regional, local, information collection and
dissemination, education’ statistics, decision procedures and implementation,
evaluation, supervision, use of systems analysis, network analysis, data p:ucessing,
planning, program budgeting, accounting, auditing).

Development of staff and teacher training programs - supply, demand.

T

Development of counterpart programs. J

.%

Advisory committees for education, student participation in administration, exchange

Development of technical assistance programs.

of information between representatives of industry; business, agriculture, health and

the education system. . \

N
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»

, CHECK LIST FOR EDUCATION SECTOR REVIEWS

"o

>

1. An education sector review must rest upon a large body of information on the education
system, its relation to the society (external productivity) and its internal efficiency. Such infor-

mation should not be a static description but a dynamic analysis showing flows, changes and trends

with great consideration to the time factor. The possible opportunities to compare actual achieve-
ments with goals and targets as established in development plans should be used. The implemen-
tation of educational - .nges should be observed and studies of education programs and reforms
which have failed may e revealing. The interactions between the labor market and the education
system, and between the overall economy of the country and the education expenditures are parti-
cularly important,

2. The information should comprise:

2.1 Humén Resources

The country's present resources of trained manpower: employment statistics by econom1c
sector and by occpation and educational level, use of expatriate high-level manpower. Lt1hzatxon
of existing manpower resources: unemployment, underemployment and emigration or immigration
of trained manpower. Employment of school leavers. Evidence of current shortages by econumic
sector and by occupation. Wa, : differentials among occupations. The educauonal profile of the
labor market. Social attitudes toward employment and uase of female manpower. Recent trends in
employment, in migration of manpower between rural and urban areas, in emigration. Comparison
between actual employménts and those originally projected for the period. Prospective require-
ments of manpower by sector of the economy, by occupation and by area, if p.ossible during the next
ten years. Requirements resulting from projected economic expansion, from repatriation of
expatriate staff and from normal replacement,

2.2 The Education and Training System

(a) Current structure of the educational system. Recent changes in structure, in length of

schooling, ih entrance age, in school year, in school and ciass sizes. DProspective

reforms. '
121
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(b)

(c)_

(d)

Evaluation of educational systems

Enrolments and outputs in all types of universities, scnools and training centers, by

grade and sex and age, current and, if available, for the past five years. The educa- |,
cational pyramid. Data on attrition and repetition rates . d levels at which they occur.
Functional literacy programs and other types of adult training. Numbers in training
and education overseas. Significant contributions to manpower training made by other
ministries,. industry, the military forces, organized apprenticeship schemes, com-
munity development schemes, etc. in various kinds of formal and non-formal activities.

Recent changes in composition of student body, in racial, tribal and social distribution,

in ratio of male:female enrolment, in urban:rural enrolment, in technical:academic
enrolmen‘t, 1n science :arts enrolment, in attrition and repetition rates, in number of
applicants, number of places, in index of opportunities between different levels of
education and between different geographical areas, in ratio day students:boarders,
ratio private:public school enrolment, P}\dsg,ecuve enrolments and outputs in existing
and projected institutions, if possible dui‘ing thﬁe"}imgt ten years. Correlation between
prospective outputs and-prospective manpower requirements as described in Para. 2.1,
including an estimate of school and university leavers not entering the labor market.

Desirable outputs,to meet requirements. -~

Analysis of educational and training objectives, curricula and syllabi. Instruction hours

per week and year. Languages of instruction. Promotion and examination systems and
results. Eéucational achievement at different levels. Curriculum research and experi-
mentation. Careers$ guidance. Aptitude tests. Correlation between education program
and the manpower program,; liaison between the vocational education prograni and
industry and other employers. Correlation between education programs and social,

environmental and cultural demands of the society. Recent trends and changes in

objeptives, curricula, syllabi and achievements of students. Planned reforms and
desirable reforms.

Educational Technology

(1) Learning methods such as classroow: instruction, team teaching, school
radio and ITV, programmed learning, computer assisted instruction,
subject integration, correspondence education. Recent trends and
reception of new methods. -

(ii) Educational management and levels of education authority, related to
one another (local, regional, national, private). Information collection
and dissemination, quality of education statistics, decision making,
implementation and supervision of decisions. Use of systems and net-
work analysis, data processing and up-to-~-date accounting methods.
Participation of laymen, students and staff in the administration; for
counselling and for decision making. Student unrest and its causes.
Recent changes in the management systems. Has the process of curri-
culum reform been built into the system? ‘
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(iii) Sféffing: training, utilization and qualification ot staff. Staffing
structure. Turnover. Salaries compared with free market. Social
standing of the teaching profession. Class contact hours per week for
teachers. Student:teacher ratio. Recent trends in staff qualification,
in nationalization of staff, in student:teacher ratio. Use of technicians
to assist administrative and teaching staff.

(iv) Planned changes and desirable changes in technology.

(e) Educational Planning

-

(i) The planning and its relation to the overall development planning.
Objectives, methods and organization. To what extent have manpower
demand, edugational and training objectives, structure, curricula,
technology, population distribution, urban and rural development, trans-
portation means, overall economy and financial and staffing constraints
been reflected in the planning? Recent changes in planning methods.
Planned changes and desirable changes in planning, objectives, methods
and organization.

(ii) The physical planning, location and programming of education and
training facilities. Regional and provincial distribution, urban, slum
and rural schools. Design, construction, production, standard and
maintenance of physical facilities and learning materials. Supply,
demand, utilization of physical facilities and learning materials. School
building research. Planning methods. Recent changes in planning
metheds and school design. Planned changes. Planned development of
educational and training facilities. Desirable development of educational
and training facilities during the next ten years, considering planned
educatioa reforms.and/ or expansions, indicating proposed changes in
structure and demand for physical facilities. Desirable production-of
learning materials.

(lii) Staff development. Current supply and utilization of administrative and
teaching staff. Projected demand, supply, training and nationalization
schemes. Desirable supply, training and nationalization schemes to
meet ekpected demand for staff.

2.3 Education Financing i "

Present, past, and estimated future requirements of the educational and training systew
corresponding as closely as possille to categories and annual bréakdown as defincd in preceding
paragraphs. The analysis would include capital costs, recurrent costs and sources of funds, present
and future. The percentage of total public expenditure represented by public expenditure for educa-
tion, as well as the percentage of GDP devoted to education should be given. This section of the
report is very important and should include a solid cost analysis and, if possible, discuss the
internal efficiency of the system iu terms of cost per student and cost per graduate: Staff costs and
effective demand for léarning materials should be explored. The maintenance vpolicy should be
discussed. Past cost trends should be examined. Prospective financial requirenients should be
discussed, considering alternative education developments as may have been previously Jescribed,
and with alternative financing methods wherever possible. Cost estimates should give ranges and

inform on the sensitivity to changes in inputs. Ioreign assistance in the past as well as expected in
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« the future should be reported if possible. As it was emphasized in Para. 3.11, the probable eco-
nomijcal and financial constraints to a future development of the education system should be explored
in depth. Such constraints are essential and decide in thé final analysis on possible expansions and
improvements of the system. In most cases the Bank would possess a considerable amount of
information on a country's economic and financial situation which could be made available to an
education sector mission and assist it in its evaluation of the education system.

8. The review and analysis in-depth of the education system would lead either to an endorse-
ment of existing education development plans or to a proposal for an alternative strategy for educa-
tion development. In both cases the review would suggest priority projects and a pre-investment

study program.

4. Project identification procedures and education projects are discussed elsewhere but the

in Annex .

5. Possible areas for pre-investment studies are listed in AnnexII. The pre-investment

sector mission should feel free to suggest projects in any area of education and training as suggested
study program would also list studies which may be either project related or sector related. ‘They
should in every case be well defined and reasonable in scope and size. The proposal should include

| an inventory and appraisal of ctlxrrent and completed studies of the education sector, giving data on

' the status of each. For each proposed new study, objectives, scope, timing, staffing and cost

| estimates should be provided. Wh;an scheduling a pre-investment study consideratign should be

paid to the schedvling of the investment.

o
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Document No. 7

SWEDISH CRITERIA FOR PROGRAMME AND PROJECT SUPPORT

- !

N .

by The Swedish Intgrnationd Development Authority

BACKGROUND ae

€

The guiding principle of Swedish international development assistance is the recognition tha. planning,

A

implemention, and evaluati;)n of development programmes and projects is primarily the concern and
responsibility of the developing .country itself. §wedish assistance is country orienteq inasmuch as
.'it proceeds from the needs, obje;:tives and priorities of the recipient country. Swedish contributions
are based on specific requests for development assistanc:e submitted through the established official
channel. Such requests should ideally be accompanied by.ﬁescriptions in some detail of the pro-
gramme or project for which Swedish support is requested. The description should preferably
contain clear statements of"main and subsidiary objectives as well as production targets for the
various elements E:onstituting‘ the programme',or project. As a rule Swedish resources are contri-
buted in the form of credits and grants comprising funds, goods, consultants and staff.

The volume and objectives of Swedish international develogment assistance are established
by the Swedish Parliament and Government. Directives are-given in the annual budgets and ela}:o-
rated in various policy statements. On the basis of these directiveé, the Swedish Interuational
Development Authority, SIDA, prepares and imﬁlements the S\;redish programme of development
assistance. In its work SIDA co-operates with the Ministry of Foreign Affairs, to which it {s
administratively related. ’ .

‘ For Sweden's principal development partners, SIDA"s long term planning of bilateral
Swédish development co-operation takes the form of special assistance programmes, so called
country programmes, based on economic, social and political conditions in the individual countries
as expressed in their development plans and other policy documents. (For other countries SIDA's
planning proceeds from existing motiyes in each single case).

The country programme is worked out in close collaboration between the recipient
Government, SIDA, the Swedish iilmbas'sy and SIDA's local Development Assistance Office. Other

bilateral and multilater:1 donors are consulted in order to co-ordinate the Swedish programme to

those of other development partners. L}iegular Swedish planning missions are a normal feature in

this process. 14 5
-
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A ‘t{e Board of Directors of SIDA, and later, in applicable cases, to the Swedish Government for

Evaluation of educational systems

o

The choice of sectors to be supported is guided by priorities established by the developing
country. Reference is also made to Sweden's own priorities and potentials of providing the required
type of assistance. Specific programmes and projects to be supported are selected within the frame-

work of the country programme which is reviewed periodically. ,

M

i ' ADMINISTRATIVE PROCEDURE,

Requests for development assistance are dealt with and assessed SIDA. Final proposals for

. C 3
Swedish support to development programmes and projects shall be presented to the Director General,

dec¢ision. The prggo;al takes the form of a memorandum prepared by the SIDA staff describing the ¢
Programme or project to be supported. A positive decision requires that a number of criteria have

been satisfied.

The following is a summary of the content of a support memorandum.

THE SECTOR

A brief description of the sector to which the programme/project belongs. The importance of the
sector in the country's economy and its priority in the national development plan, A brief
description of subsectors and relations to other sectors. Relevant historical, political, economic

and social information,, Prevailing constraints and potentials for development,

The sector's place in the national administrative system. Responsible‘organization and

institutions. Relevant legislation. Administration at regional and local levels.

Infrastructural assets, shortcomings and needs. Manpowér resources and planning.

Existing and planned education. Proportion of expatriate staff at medium and top levels. Research

s s i
situation.

Existence of pilot projects. Activities of other donors within the sector. Mechanism for

local co-ordination of assistance.

Previous Swedish experience within the sectqr.

»
1

THE PROGRAMME OR PROJECT
. »

Previous Experiences

Is the proposed project or programme continuation of an on-going.acti’vity? if so, describe as
precisely as possible to what extent earlier plans have been implemented and stated objectives

achieved. Analyse the deviations between plan and reality. ' ’
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For projects and programmes without a past history examine what experiences from similar

activities are relevant to the planning.

<

NEEDS AND OBJECTIVES

!

Analysis of needs

Which needs is the programme or project meant to satisfy? Are these needs discussed in the
national development plan? In connection with manpower planning? Quote authoritative comments.
To what extent is the programme or project expected to satisfy the needs in question? Are

further measures required now or later? Should this be investigated now?

-

Definition of objectives

Definition of objectives should clearly and concisely show what and how much is to be achieved for
whom, where, when and how. B
Degree of achievement should preferably be n;easurable, i.-e.- be possible to express in
figures. In ‘cases where this is not possible, observations of effects should make it possible to
describe what has happened in relation to stated objectives, for example that more or less of some-

thiqg exisis as a result of the change that has taken place.

) 1. Main objective ‘ |
Which is the main objective? Which priority does it have in the national plan? Which are the target
groups? Age, income, education, occupation ete.?

2. Subsidiary objeétives

List the changes which are intended to achicve the main objective, The changes should if possible be

—expressed as subsidiary objectives with intended quantities and/or qualities defined.

-

N DESIGN 5

Describe the programme or project with refe‘rence to the following.

- Main activities (teacher training, primary education, construction of
secondary schools, curriculum development ete. ).

- Activities and production process to be organized and implemented in
order to achieve stated production targets.

- Time schedule. Relevant illustrations including network of activities,

I
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APPRAISAL

Summarize the appraisal with regard to each of the following aspects:

- Socio-economic aspects;

~ Sector techniques in relevant field of activity;

- Transfer of knowledge;

- Construction and engineering;

- Organization and administration;

- Costs, timing, and financing;

- Legal aspects.

List the intended positive and potential, or unavoidable, negauve effects with reference to stated
objectives and the aspects appraised above, part1cu1ar1y the socio-economic aspects.

% L\amples of guiding questiens: \

Does the programme or project have direct e\fects [positive and/ or negative) with regard to
standard of living (food, clothing, housing etc.)? For whom? When? Indirect effects?

Will the programme or project lead to increased government or private resources? Is there any
indication of how they will be distributed? ;

Can the programme or project be expected to generate savings? Foreign exchange? For whom?
When?

Which negative effects will be caused and/ or avoided if the programme or project is 1mp1ememed?
Do the goods produced have a market value? How has this been taken into account in the socio-
economic appraisal? Have the internal economic and financial returns been computed? .

What are the expected effects on employment? On the eavironment? On population?

Is the programme or project a precondition for other programmes or projects with the same or
similar main objectives? (Road projects and power projects are examples of such preconditions).

Will the programme or project contribute to knowledge, skills and attitudes favourable for e
continued development? -

Do the expected positive effects outweigh the negative? Do the expected beQefits Justify the costs?
*
¥ 0 o

(o] (o]

\ Appraisal is something done by a visiting SIDA mission appointed for the purpose. In such
cases the mission works in consultation with the rec1p1ent Government, the Swedish Embassy and
SIDA's Development Assistance Office. Before returnmg to Sweden, the mission in a meetmg
attended by interested part1es reports verbally about its findings and tentative conclusions. On this
occasion a written summary statement by the appraisal mission may be handed over to the Govern-

ment departments concerned in order to facilitate further co-operation, Such a statement does not,

however, in any way prejudge the view or decisions of SIDA or the Swedish Government.

AL TERNATIVES

Which alternatives to achieve stated objectives have been considered but rejected? Why?

o S 1) A28
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EVALUATION

How is progress towards the stated objectives to be followed?

Summarize the established plan for evaluation both as regards periodic reports and special
studies fochsing on plan ir;plementation. “

Examples of guiding questions: .

Which are the objectives to be evaluatea? Which institution or experts will make the evaluation?
During what period of time? Which data mu:t be collected before the evaluation can start?

Should special studies be carried out r'egarding potential negative effects? Which?. How? When?
Can the evaluation be co~ordinated with ther studies within the same field of activity?

How is data collecting and reporting organized for built-in evaluation? Which production results
will be included in the reporting? Which results will be followed up in some other way? How?

n

THE SWEDISH SUPRORT

P

In this section the recommended Swedish support is summarized. .
Reasons for the recommendation are offered with reference to the needs and priorities of

the recipient country as well as Swedish development assistance policy and available Swedish

resources. ) ‘ )

Essential problems and rigks are,‘a/ssessed with regard to ovbjectives, time schedule, cost

and financing.

Y &

CONCLUDING REMARKS

It should Le pointed out in conclusion that the criteria and methods outlined above are meant to be

« "t i

adopted in a flexible and pragmatic manner.

N

o
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Document No, 8

PROBLEMS OF, EVALUATION OF UNIVERSITY DEVELOPMENT
CO-OPERATION PROJECTS
2 .

by A. Kater and L. F.B. Dubbeldam

——— ’

1. Introduction ‘
In this paper an attempt will be made to describe the problems of evaluation that are faced by Dutch
Universities in their aid activities insofar as such activities are carried out under the Netherlands

. Programme for University Projects of Development Co-opergtion.

The programme is still very new. It is only since 1970 that the Dutch national budget has
included an item for a special programme for University projects. Previously, umversity activities
had been financed under the general tecl.nical-aid prograx}m ¢ of she Government or under other
programmes. As the Minister for Development Ald «llowed the programme and 1ts projects to have
a distinct 'university character' different from other government-financed programmes, this meant
that objectives,. selection: procedures, evaluation, etc., were to be different from those apphied in
nther programmes. New wéys had to be found. - \

The first major problem encountered arises from the fact that a number.of different bodies
and individuals are concerned with the programme, namely:

(a) The Ministry of Development Aid - the financing agency - which suppo-
sedly has developed its own routine of project evaluation in other
programmes,

4

(b) The Netherlands Universities Foundation for International Co-operation
(NUFFIC) to which the administration, supervision and guidance of the
Universities' programme has been entrusted, ‘

{¢) The Universities, with their individual differences in academic potential
and interests, attitudes toward developmental and international problems,
organizational abilities, etc., each compose'd of bodies and individuals
with their specific characteristics.

(d) The Ministry of Education and Sciences.

(e) The Ministry of Agriculture and Fisheries.

B 129 .
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The parties concerned hold different views on the aims of the University programme. As diffe-
rences of opinion on objectives have their consequences with regard to the priorities, selection-
criterfa, evaluation, etc. » we should mention the five most important views:

(a) The programme should aim at using the Dutch academic know-how in
the Dutch technical assistance - a governmental point of view.

(b) The programme should enable the Dutch universities to fulfil their
duties towards the Third World, as formulated by the 'Utrecht
Conference 1967' of the Dutch universities. .

{ (¢) The programme should enable the universities of the Nethi_arlands to

’,

materialise their solidarity with the universities in the developing
countries,

(d) The programme should provide the Dutch universities with the oppor-
tunity to carry out scientific research that has too much a pioneering
nature to be included yet in the official policy towards research on
the development problems. Views (b) and (d) express the ideas com-
monly shared by the universities.

(e) Fuinally it is believed that the responsibility for technical aid, including
aid from universities, should rest with international organizations and
. ‘ that, as long as such multilateralisation has not been effectuated;-uni-
versity aid chould remain under the direct responsibility of;the .
Minister of Technical Aid. This view is held by the Office'of Inter-
5 national Relations of ‘one of the Dutch universities, T

Furthermore, practice has shown that many projects are the result of individijafzbntacts between
professors, in the Netherlands and the developing countries concerned, wh.o saw an opp:n'tunity to
carry out existing plans - if necessary with some adaptations - under the Universities' programme,
If we may add here that also the participants of the projects have their own objectives and attitudes
towards development problems and the projects they are engaged in, we believe that we have suffi- .
ciently indicated that there exists a complex and sometimes confusing multiplicity of objectives,
which makes it very difficult to evaluate the programme in any phase, So far there seems to have
been hardly any need for detailed evaluation techniques and procedgres, ag the sum total of the
projects applying for financing under the programme has been in balance with the amount of money
allocated. However, at present the amount needed for potential projects has surpassed the money
available (for 1972 about Fls, 6 million). In addition, the Netherlands find themselves in a period .
of retrecnchment of Government expenditure, “For that reason the need is felt very strongly now to
 come to a more concrete agreement on the objectives of the programme and on a revaluation of
procedures, ¥se1ection-criteria, outlines for project-strategy, evaluation of the needs of the coun-

thies concerned, and evaluation of project implementation and-of results.
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2. Evaluation of the educational policy

Policy -makers are aware that an aid project makes sense only if a distinct and well-defined need
exists in the country to receive aid. The- Government s techmcal aid programmes ana similarly
the UmversltLeS programme demand that proof be guen that the proposed project will contribute
to the socio-economic development of the recelvmg‘gountry. In general, the financing agency is
satisfied with references to a plun for moce than one year, a survey of an international commission

and,or a letter in which the %Guv g¢rnment concerned declares that the project 1s welcome and fits in

with the Coverament's own plans.

Although we have no exact data to prove it, we believe that for a long time educational
projects have been financed on the basis of the assumption that education in 1tself is capable of
promoting socio~ecqnomic development. It was believed that educational policies that stimulated
the growth of the educational sy stem should be supported without .avestigating the consequences
for the other sectors of the social situation. Most educationz'u aid was channelled through the acti-
vities of voluntary agencies (usuully missions, sometimes other institutes, like umversities) or
international organizations. Within certain limits, the fields of activities and the priorities pro-
posed by them were accepted. As far as we know no sectoral or general evaluation of the educa-

tional policy in the countries that received aid has been undertaken by a Dutch aid-financing
3 s

organizzation, . )
Often the actual evaluation of the needs of the cou.ntr;'} to receive aid is left in the hands of
the Dutch partner in the planned co-operation, who is supposed to explain in the project-outline the
needs to be met. Usually such an explanation s then p:‘esented‘ as a letter by the institute to receive
aid. This letter also serves as a 'request by the other pfn;ty'. Sometimes an evaluation of the
educational policy and situation is available, either specifically prepared Yor a certain project or
for other purposes. Practice in other Goveérnment programmes includes that experts on education
in a certain country, whenever available, are asked for advice on an application in the light of their
experiences in and knowledge of the country and’subject concerned. In general the Government
derands that projects should contribute to the sucio-economic development of a4 couatry., The ques-
tion, however, is whether, how and to what extent education contributes to soc1o—eéonom1q develop-
ment. And then a satisfactory answer leading to fzpplicable criteria for selection of priorities 15,
very difficult to find. For one thing. who is to judge what is right for the déveloping counti’y con-
cerned? The donor or the country itself? ) -
Another matter is that the assumption that education per se would promote development

has gradualb bewme subject to critical review in pubhc«tmns of the past {ew years. Consequently,

mere transfer of knowledge to as many people as possible is no longer the best thing one can think

" of. Phenomena like the increase of the number of unemployed school-leavers, for instance, have

Q
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made some policy-makers reconsider their policies. In this respect the universities have a distinct

. task. They could, in addmon to the transfer of knowledge whenever asked, for, contrisute to more
critical and creative th1nk1ng among the university students and staff of developlng countries, For
the problem does not seem to be that the un1vers1ty staff and students in the developing countri.es
lack intellectual potentialities, uut that the socio-ecunvinic cirenmatances and the prevailing educa-
tional systems have often failed to develop in them sc1ent1f1ca11y inquisitive th1nk1ng Where such
a situation exists, the Netherlands' Universities could contritute not only by teachmg subject- ‘
matter, but also by stim .ing an awareness of the problems, cr1t1cn1 analysis, aptness in problem ‘

solving and ability to use the tools or resources available.
e N

~ <

’ . »

¢ 3. The machinery of evaluation of educational policy /

Except when it so happens that a sound evaluat1on of the educanonal policy and situztion.in.a deve-
loping country is available, neither the Government nor the Universities have the crganizational
2 machinery-to produce a tborough evaluation of any cow try in a reasonably short time. In the
Netherlands there are quxte a few 1nst1tutes that are regionally specialized (like the Africa-Study
Centre at Leiden, or the Documentat1on Centre for Latin-America at Amsterdam) or subject-wise
specialized (Centre for the Study of Education 1n Changing Societies at The Hague). However,
rarely do these institutes have adequate resources to keep themselves up-to-date about all the

«  countries concerned, nor do they have sufficient staff and.funds to survey the educational pohcy of

4 number of countries sufficiently thoroughly and quickly.
Government representanves abroad generally are not equippcd {or this aspect of foreign

relations: often their contacts with the L"niversities in the coumry, and with the Mimstries of
} Edueration and Community Development are infrequent. They are by tradition better equipped for ’
external affairs (international politics, trade, financing, etc.) than internal affairs like educational
. or development policy. Officials of the Dutclh T oreign Servxce are, as a matter of principle,
transferred frequently, so that they have little opportunity ‘o fam1har1se themselves with the deve-
lopmental problems of a part1cu1ar country. So the Government foreign representatives cannot be
expected to bc a source of adequate mformat1on on educational policies.

Veoices n heard however, pleading for the appointment in the developing countries o
special representatives to take care of the interests of universities (and other - educational - aid-
giving agencies) in affairs of'deveLopment co-operation. Tlli;, however, seems only feasible if
there are sufficient projects in the country (or region) or if the task could be combined fruitfully
with other \vork. The quest‘ion remains what the costs of such a representative may be with regerd

to the total volume of the projects in the country (or area) to defend the appointment.

) - 123
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This leads to the issue oi: concentration. A few years ago the Dutch Government decided
to limit most of the Dutch bilateral assistange to a certain number of countries. The Umversities'
programme is not limited to the same countries. Yet, in order that the activities of the umiver-
sities may be better prepared, implemented and evaluated some people plead for a concentration
policy in the University programme as well: fgrmatlv.‘ of consortia of universities on the Dutch side,
and/or concentration on specific countrfes or even concentration on a few universities in the deve-
loping countries (trusting that the latter, in t};eir turn, may stimulate the other universities in their
country). Some developing countries prefer such programmes. Indonesia would like to see priority
to be g‘iven‘t‘o aid to one of its five leading uriiversities, while a number of countries have founded
boards that have to judge whethar the subjects of proposed research projects are among the prio-
rities of the country.

.

-

4. Priorities and selection of projects

As mentioned above, the ambiguities in the objectives of the programme make it difficult to reach a
unanimous agreement on thé criteria for deciding which projects may be admitted to the programme,
and to what subject, country,‘ etc., priority should be given. .

Sn far the issue of priorities has not been urgent. To match the funds available the number
of projects could easily be reduced on the basis of such criteria as: is the project likely to contri-
bute to the socio-economic development of the éoqntfy? Does the subject fit 1n with the needs of the
partner? Does the project fulfil a set of general (administrative and preparatory) requirements set
in advance to projects that may be financed under the programme? What is partner's own contribu-
tion to the enterprise? ete. i

However, the discussion on the criteria for selection and priorities has been reopened.

The first step to be taken now is to try and reformulate the objectives of the érogramme 1n such a
way that the number of potential projects will be automatically reduced from the outset; simulta-

neously it is hoped that some of the criteria to be set may serve as guidelines for the preparation of

new projects. Vital questions have to be discussed, such as:

(a) Should concentration be pursued? If so, should the required 'contribu-
tion to socio-economic development' be maintained or is it possible to
compose a 'packet’.of projects, including some academic subjects
which are highly valued by the authorities in the developing countries
but which do not visibly contribute to socio-economic development
(e. g« law-reform, history, linguistics, etc.)? On the whole, which
are to be preferred: projects that have sprouted from personal profes-
sional (and professorial) contacts and are implemented - somewhat -
individually - with commonsense, with feeling for the problems and with -
dedication, or projects that are part of concentrations or are fully inte-
grated in and planned by universities (or faculties)?

124 . .
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(b) Would it be possible and desirable to give priority to projects that -
e.g. as parts of a 'packet' - may lead to continued co-operation to the
s benefit of both partners after the aid-phase has been completed, rather
than to co-operation projects that end at the moment of 'mission
accomplished’.

(é) What kind of 'pixrezresearch' should be financed by this programme,
" and what should.be referred to other agencies? Or should research be
accepted only if a training element (techniques, methodology, evalua-
tion of facts, etc.) is included? . )

(d)  Should projects that are pari of international co- operanon on the
, 'donor’ side be preferred to 'national’ projects?

(e)> How many criteria for priorities and selection and which of them should
be formulated? Fmally, the more requzrements are set for projects,
. the more elaborate and refined the evaluation system should be,

At present applications for financing under the programme can be submitted to NUFFIC once a year.
After a first selection on administrative and procedural grounds, the proposals are discussed by
panele, composed of people who are considered to be experts both on the subject matter and on
develnpment problems. Finally, the approved projects are recommended Ly NUFFIC to the Minister

concerned, who, so far, has accepted the advice given and financed the projects.

. 5. Control of preparation of projects

At the moment neither NUFFIC nor the Gover.nment have adequate control procedures for the imple-
ment.ation of projects. After the selection as described above has taken place and advice has been
received from the officials concerned in the déveloping countries and after an incidentul check-up
on the spot, the project can go ahead. Again, it is a point of discussion whether concentration and
local representation may make a more satisfactory control 'system possible.

There is also the question of how much time and money should or may be allocated to
evaluativ; (maintenance) research. Last year for instance the Government asked the Centre for
the Study of Education in Changing Societies (CESO) for advice on an application for aa additional

subsidy for an exténsion to be built to a primary school in an African country. The way the apphi-

cant defended his case, the way the school was described (selection procedure at entrance, teaching
programme, contact with the environment, staff recruitment, guidance of school-leavers, etc.)
could not but lead to a most positive advice. Should not such g case be thoroughly investigated,
either to prove the applicant has written 'empty words' or to observe, describe and publish a
promising example? .

The same line of thought is pursued in the ideas on and plans for developing countrywise
central documentation, emphasising subject:§ like education, science and technology, plunning and
administration, all in view of det elopment, The Royal Institute for Linguistics and Anthropology

(Leiden) already has a resident representative for documentation purposes in Indonesta,
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6. Evaluation of‘ results

‘The Universities' programme requﬁ'es that those responsible for its projects report regularly on

the progre'ss made. Summanes of these reports are published in a Progress Report of the pro-
gramme as a whole and sent to the Minister, However, the question has been raised whether this
way of reporting, supplemented by incidental visits of officials to projects, wiil prove to be suffi-
cient to serve the purposes of evaluation. For evaluation should lead to a set of results: firstly,
it is a means td check whether the project has been implemented according to its objectives;
secondly, the information obtained is supposed to serve as a feed. back for the improvement of
future projects and for the refinement of the objectives, the criteria and the organization of the pro-
gramme as a whole. '

For this‘pgrpose, NUFFIC has requested CESO to make the necessary studies of univer-
sities’ development cc-opcration and to contribute to the reformulati,or. of objectives, criteria and
evaluation procedures. In 1971 a planned observation on the spot (with guidance) of a then newly
starting project had tp be postponed because of staff and budgetary restriciiuns., Yet we beheve
that a continuous observation of an actual case of co-operation is the best possible method of evalua-
ting the impact of a project from a social, economic and especially pedagogical point of view, For
no project is carried out in isolation, Staff of an institute that is to receive aid 'learn' from. the
pro;ect but also from many other sources. They may internally select and re-integrate é‘l‘ements
of previous experiences with those from the project concerned and from conferences, visits, talks,
magazines, etc. Mere registration and comparison of the pre-project and post-project situation
may not give sufficient data about the impact of onc's own activities, A question is how many pro-
jecis van und must be 'observed' in this way in order to draw somewhat more gcucl'd.ny valid conclu-
sions as to university co-operation for development and in.order to develop a set of new and efficient
techmques of evaluation for future use. It would also be instructive to learn to what extent the
broader progran;xme objectives and the more narrow project aims match in reality; one can think ot
situations where circumstances enforce a change in one of them, without necessarily leading to a
premature end of the activities,

For its plans CESO is considering finding local partners to co-operate with, in arcus where
many Dutch educational (university} projects are being executed. Such co-operation wuuld be a base

for CESO's observations of projects of university co-operation,

»
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7. Conclusions
Looking back one gets the impression that much of the Dutch educational aid of the sixties has been
given ir'1 a ;omewhat opportunistic way (which does not imply that this has yielded poor results).
The Universities' Programme of Development Co-operation is, very carefully, trying to develop an
evaluation system that may cover all phases of the projects. As nn nrew projects will be approved

for 1973 as a result of budgetary restrictions, it has some time available to reconsider its policy,

and it hopes that by the time the apphcatmns for the 1974 projects are submitted, it will have more
clear objectives, criteria and evaluation routinés at its disposal.

{
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THE/ ESFAHAN WORK-ORIENTED ADULT LITERACY PILOT PROJECT :
A COMMENTARY ON EVALUATION ‘

by J. Ryan . .

1, Preface
As indicated in the title, this paper is a commentary on the evaluation of the Esfahan Work-Oriented
Adult Literacy Pilot Project _lj It is based primarily upon the following three papers prepared fur

the 'Seminar on the planning of out-of-school education’ held at the IIEP during December 1971

M Bazany - 'Evaluati.ng an experimental functional literacy project : the Esfahan
\ experiencet 2/. .
C. Bonnani - 'Deécription of the principles, methods and techniques adopted by the

, Esfahan functional literacy pilot scheme in planning and developing its

curricula'.
J. Smyth - 'Costs-effectiveness report on the work-oriented adult literacy pilot project
) in Iran : synopsis'. : j

Bazany is the Evaluation Speciaust assigned to the Lsfahan Proiect. Bonuam had previously served
the Project as Literacy I\Iaterjals Specialist. Smyth's paper is based upon a consulting mission to
Iran undertaken for the Départm’ent of Educational Planning and Finance. No attempt is made to
summarize the findings reported in these papers. The purpose of the commentary is that of
reviewing the concept upon which the Projcct was based, certain of the analytical techniques

employed and some of the more interesting evaiuational findings obtained.

1/ What is referred to here as the Esfahan Project is, in fact, a sub-project
within the Iranian programme. A related project is being carried oh in the
Dezful area in south westernIran. ‘

y The results reporied by Bazany and commented upon in this paper are
typically based upon sample findings from selected programmes. Such
results are thought to be typical of Project activities as a whole. There is,
however, no statistical assurance oh this point.

¥
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2. The roles of evaluation

A distinction is frequently made between the 'formative’ 1/ and 'summative' 1/ roles of evaluation.
The former involves the use of evaluative findings for programme ‘improvements. The latter seeks
to make more ultimate jt;dgements about the effectiveness of programmes in attaining their intended
objectives. 'Sumimative' evaluation thus présumes the existence of accepted evaluative criteria. By
contrast, 'formative' evaluation ne'ed make no explicit assumptions regarding standards to be
achieved. While 'formative' evaluation does not preclude - and may often assist - 'summative'

evaluation, the distinction in purpose is fundamental regarding the conclusions that may be reached
from evaluational results,

\
3. Functional literacy : The concépt and its implications for 'summative!’
evaluation *

The evaluation of the Esfahan Work-Oriented A dult Literacy Pilot Project is predominantly
'formative' in purpose. This is, in a sense, ironic as the Project and the Experimental World
Literacy Programme, of which it is a component, are defined and justified in terms of the develop-

ment objectives pursued rather than the educational means employed. Both Project and World

- Programme are based upon the concept of 'functional literacy training’ gj This newer form of

tra.ihin’g is differentiated from the more traditional kind by its emphasis upon relating literacy
methods and content to economic and socixl development. More specifically, the designers of the
Esfahan project perceived a shortage <t literate and skilled workers to constitute a constraint upon

economic develof ment. Functioral literacy training was conceived as a means of loosening this

constraint by upgrading manpowe.' qualifications and thereby contributing to development. The test

of this hypothesis linking training to development would constitute an element of 'summative’
evaluation, .

It is evident that a number of prerequisites and conditions must be fulfilled before such a

test becomes possible. Foremost among these is the development of an instructional technology.

1/ This distinction is made, for example, by M. Scriven, "M ethodology of
Evaluation' in AREA Monogranh Series on Curriculum Evaluation, Vol. 1,
Chicago, Rand McNally, 1967. 'Formative evaluation' takes place in the
research development stage and is directed toward the improvement of the
product under development, 'Summative evaluation' measures a product in
relationship to pre-established objectives. :

2_/ For a discussion of the concept of 'funétional literacy' employed-in the
Experimental World Literacy Programme, see J. Cairns, Convergence,
“Vol. 11, No, 2, 1970.

g
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To date, this is the task that has preoccupied the PrOJGC‘t staff. Other requirements pertain to the
research design. Theoretically, the exact linkage between the selected fields of training and the
inter;ded development consequences must be specified. Subsumed under this task is the necessity of
defining indicators of the as;;ects of de;/elopment it is intended to affect and the obtainment of pre-
Measures against which post-measures may be compared. '

The measurement ;;roblem is further complicated by contemporaneous changes in {actors of
production other than the quality of labour. Regarding this last point, it should be noted that the
project site, Esfahan, was particularly selected in order tu observe the consequences of combining
a manpower strategy with large-scale inves‘tments in agriculture and industry. The hoped for
synergiétic reaction, if realised, will hoth promote developinent and, incidentally, complicate the

. r;xe:asure;nent‘ process. '

;}"# A hypothetical example based on a Project programme may suggest the method a’md intent

o of 'summative' evaluation. The sugar beet training course provides a relatively straightforward

i example. Iis purpuse is presumably that of contributing to agricultural productivity by increasing
the output of sugar béet. Actual production, if known, would be a suitable indicator. An observed
increase in sugar beet production following the implementation of the training course is a necessary
but insufficient procf of programme effectiveness. Evidence thai wourse participants adapt new
practices advocated in the training course and experience a n;ore rapid increase in production than
npn-part,icipants is more compelling proof. Production outcomes are thereby related to course
participation through the plausible intervening variable of adaptation of improved practices. A still
more convincing mode of proof would be constituted by the finding that observed increases in
production are better explained by course participation than by rival hypotheses: sale price, land-
holdings ete. | ‘

It may be maintained that such 'purist' standards of scientific rigour are not applicable to

field operations While possibly valid, this contention is aside from the point. The issue is not
between signple and sophigticated }'esearch designs, but rauner pertains to the role or purpose of
evaluation. Is the intended outcome tg be a judgement of programme success in attaining its
objectives, or is it, as with the Esfahan Project, _the more preliminary goal of developing an

instructional technology? In short, is evaluation 'summative' or 'formative’ in role?

4, The evolution-of an instructional téchnology

The problem of giving operational meaning to the c\oncept of functional literacy became from the
outset the predominant concern of the Project staff. It' was specified that training shc.;uld'be related
to economic and social development goals aud that it ought to be work-criented. 'While of some help
in suggesting appropriate criteria, this definition specified neither the content of the training nor

the methods of instruction to be employed. 7
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A starting point in specifying programme content was that of determining the occupational
skills in which instruction would be offered. Development plans (where available and applicable),
knowledge of labour force structure and prevailing trends, and resort to commonsense Jjudgements
all played a role in determining such choices. Injtially, the programmes were highly specific in
nature (e. g. the plant protection course). Subsequently, more general programmes were offered
(e. g. the general agricultural course). The more micro-level decisions as to precisely what aspects
of the selected topics should be emphasized and the order and manner in which materials could be
most effectively presented posed a continuing. challenge. The present form of the Project's
instructional technology - i.e. the selection and  organization of content and the choice uf methods -
is the result of an evolutionary process. Earlier vex/-smns of programmes were replaced bv
improved ones. The role of evaluation was 'that of identifying programme difficulties and measuring
the impact of proposed revisions. It was, in a word, 'formative' evaluation.

The revision of the arithmetic units represents a highly successful example of the use of
evaluational findings to improve course outcomes. In 1869, the order of presentation of material'was_
the classic one employed in primary schools around the world: counting came first (one to ten in the
first week, ten to one hundred in the second), next addmon, then subtraction and finally multiph—
cation and division. Evaluation showed this method produced very disappointing results. It was
observed, however, that in spite of low test scores, participants seemed capable of handling com-
Plicated calculations in their practical affairs (e. g. marketing). These findings and insights led to
a complete revision of the 1970 curriculum, In essence, it involved the integration of arithmetic
instruction with technical instruction. Arithmetic operations were introduced at the point at which .
they were required for comprehension of the technical content. In many cases, the arithmetic being
taught was a formalization and generalization of operatic.ms previously performed more or less
intuitively. The improvement in test achievement was striking. In many programmes, the average

test score was twice as high under the new method as under the old.

5. Indicators of programme success

The Project's two principal indicators of programme success are dourse participation and achieve-
ment. The measures of participation Are multiple: enrolment, attendance, drop-out and punctuahty

Examination score is the usual measure of achievement.

Enrolment .
The measuremeni of enrolment has both quantitative 4and qualitative aspects. It is not only the total
number of participants that is considered important, but also their occupations. Separate quotas '
were established for women and for industry, agriculture and craftsmen. Actual enrolment shows '
little relationship to these prescribed quotas. Participation by women is nearly twice their allotted
percentage. Farmers fill only 64 per cent. of their quota and industrial workers and craftsmen only

21 per cent and 12 per cent respectively of theirs.
(o
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t

The assignment of quotas relates to the functional literacy objective of providing training
foer cccupations thought to play strategic suics in development, Situational factors probably explain
part of the discrepancy between prescribed and actual enrolments. It is noted, for example, that
industrial employers are generally not favourably disposed toward the participation of their
employees in literacy programmes. While accounting for the relatively low number of industrial
workers in these programmés. it raises more fundamental issues. Why should employers oppose a
training course presumably capable of markedly increasing employee productivity? The willingness
of women tc participate in large numbers poses an analogous issue. Apparently, the intuitive cost-‘
benefit analysis of these women persuades them to invest their time in literacy study. In both of the'

above instances, there is an evident disparity between p:ivate motivations and official enrolment

'priorities.. Does this suggest that the latter are not soundly based? There is certainly neither

utility nor me.ality in offering education to the unmotivated while denying it to those who seek it. As
thg disparity between the assigned quotas and actual participation reveals, the Project has, in fact,
adopted i 'open door' policy, but seemingly finds difficulty in reconciling this sensible decision

with official ideology.

Drop-out

Literacy courses are prone to relatively high drop-out. There is neither the 'stick' of compulsory
attendance nor the 'carrot' of a diploma a,t the end of the course to assist in sustaining partiéipation.
Thus, the holding power of a course is a rough indicator of its utility as judged by participants.
Drop-out from the Project's courses shows an expected pattern. It is high during early weeks ar.ld
then dcclines, It tends also to be high at 'decision points' such as between course stages. The
agricultural season and industrial work schedule have a predictable influence on both attendance and
drop-out. The net result is that fewer than 50 per cent of the original participants finish a course.
It would seem useful to make a distinction between drop-out produced by external factors
and that resulting directly from the conduct of the course. In the short term, it is probably difficult
to correct external causes of drop-out. The opportunity to work overtime or the need to care for a
ngwly born infant typically have a pre-emptive claim on the time of participants. Drop-out produced
by dissatisfaction with course content or scheduling may be more easiiy remedied. Unfortunately,
the exterual factors are the more important ones, Bazany reports that ‘4&per cent of a sample of
drop-outs reported work obligations as responsible fur drawing them from the course. Another

19 per cent were driven from the course by dissatisfaction with its content.

I Achievement

=

As discussed above, the final objectives of the Project are economic and social in character,

Nonetheless, achievement in literacy and numeracy constitute both means toward these more

ultimate ciids and goals in themselves., Smyth reports that in the original request of the government
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of Iran to the United Nations Special Fund, functional literacy was defined as equivalent to the
achievement of the average 6th or 7t'. grade student. This was apparently later judged overly ambi-
tious, as Bazany states that the )present objective is achievement equal to t\}\at of an average 4th
grade student. [n 1969, sample results showed that the Project failed to achieve its objective, After
the revision of course content and method referred to above, both the reading and numeracy object-
ives were achieved in 1970, Writing remained below the prescribed standard.

The achievement of such standards in a relatively brief training.period seems impressive,
IE is rather difficult, however, to know precisely what such findings imply. To begin \'v1th, many
Project participar\ts (probably 20 per cent in the programme in .question) are classified as semi-
literate at the start of their training, Even illiterate adults presumably understand mzny of the
concepts that children must learn, They know, for exampie, what adding and subtracting imply even
if they cannot accurately perform such operations, Moreover, the definition of achievement

employed here measures but a fraction of the 'output' of schooling. It excludes certain of the

“Bubject-matters taught, says nothing of attitude formation and neglects the custod.al function that

schools serve in all societies, This is stated not with the intention of minimizing the achievement
of the Esfahan Project, but as a warning agamst the assumption that the 'outputs' of primary schools
and literacy projects are in any sense d1rect1y comparable,

Results on tests of technical achievement were less satisfactory than those for literacy and
numeracy. Smyth attributes this to the characteristics of the teachers, few of whom are competent
practitioners of the subject-matters in which they are offering instruction. Bazany n:)tcs that the ™
actual allocation of class time to technical content falls below the suggested limits. In the general
courses in particular, the teaching of literacy sfdlls appears the primary goal, Technical training
i‘s a distant second i;’l both attention received and results attained,

v . e

6. Determinates of programme success

For the reasons of both project management and research it was necessary to identify those
characteristics of participants, teachers and classes that bear a s1gmf1cant relationship to

-

achievement,

Characteristics of participants

The findings on participants are interesting, even curioys, Age bears a negative, but statistically
insignificant relationship to achievement (i. e. younger participants, on average, are higher
achievers than olde: participants). Measures of socio-economic status also appear unimportant,
Li}teracy status“upon entry into the course ha;s a puzzling correlation with achievement, When the
measure of literacy is based on a test, the relationship is negative. those who knew most in the
beginning knew leas&‘in the end. Conversely, when the initial measure derives from the mstructor's.
jud-ge\ment, the relationship with final achievement score is positive,

133

132




J

Evaluation of the Esfahan work-oriented adult literacy pilot project

»

The negative relationship between age and ‘achievement is not surprising. While socio-
economic status (SES) is usually strong and positively related to achievement in developed nations,
it may be, or appear to be, less strongly so in developing societies, Indicators of SES are typically
based on occupation and education, Neither measure is likely to yield a good statistical distribution
in-developing societies, particularly in rural areas. Public education has only -recently become
widely available. Most adult respondents will have haci little if any schooling., Nor has occupational
structure typically 'hardened' to the extent found in developed societics. The average rural citizen
in a developing nation is a gereralist who shifts occupation with the turn of the agricultural season,
The traditional indqicators of SES are thus unlikely to ke sufficiently well distributed to yield signifi-
cant correlational re_sults. Efforts are under way to find a more relevant and applicable set of
indicators of SES, . !

1t is difficg}t to know what to make of the conflicting evidence regarding the relationship
between initial literacy status 1and final achievement, Do the initially better qualified students
become bored at the slow pace of instruction and attend intermittently (or drop out) while their less
qualified classmates participate with regularity and-diligence? Such hare and tortoise outcomes are
possible, but certainly unusual. As Bazany ohocrves, the teacher's rating of the participant probably
include§ motivation and intelligence and is thas not :trxctI.y a measure of literacy status, Being a

more comprehensive evaluation, it proves a be.uter pruedictor of final achievement,

Teacher characteristics ant. class size

The evaluation results show a consistent relationsh.p between teacher characteristics and the
achievement of their students. Experience and age are negatively correlated with achievement, the
teacher's educational level is positively related to student achievement, The explanation offe:ed i3
that yo'unger, hence less experienced, teachers adjust more readily to the instructional methods

employed by the Project,

' Smyth reports that there is no significant relationship between class size and average class

achievement, This might suggest that imports... economies coxnxlvc‘i be achieved by increasing class
size without detrimental effects upon achievement, The answér is probably no, First, there are -
physical constraints that must be taken into.-consideration, Rural programmes serve small and
remote villages, It is thus difficult to either increase attendance from within the village or to
combine the programme of one village with that of another, It should also be noted that increased
class size could endanger future progress, Specifically, Bazany reports that \while 1t was intended
that group discussion be an importani component of all instructional px:ogrammes, this objective has
not been realized, Large class size could constitute an obstacle in correcting this shortcoming,

. A methodological note concludes this section, It will be observed that the relationship
between achievement and its correlates are derived from bivariate analysis, That is to say the

relationship between two variables is examined in isolation, .In field situations where computers dre
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not available, this is perhaps necessary. It is also potentially misleading as social research deals
with complex and interrelated phenomena. A relationship such as that between achievement and
glass size is probably conditioned by a number of intervening variables, in particular, mode of
instruction. Multivariate analysis improves upon bivariate analysis by permitting the simultaneous
consideration of the influences of a number of vari’ables upon a particular outcome. As such, 1t

more nearly mirrors the complexity of reality and hence permits the more accurate estimation of
relationships. !

7. Treatment of development costs ~ ;

The return on investments in educanonal developments depends both upon the novelty and worth of
the 'product' developed and the ab111ty of men to learn from experience, In pmm.lple, the treatment
of development costs should reflect these same considerations, In fact, we go not posse°s and
perhaps never shall obtain information on these issues, Accordingly, we must 1mprovxse a solution,
Smyth proposes that the first three years of project acitivity, costing some $2.4 million,
be treated as édevelopment expenditure. Of this amount, Iranian authorities supplied approximately
$1.3 million; the remainder wis provided by Unesco/UNDP. Amortizing the cost to Iran over a

25-year period with an 8 per cent interest charge yields an.annual cost of $378 thousand.

This is perhaps as s¢nsible a solution as any. One may quibble over whether the total cost
should be inc;lpded or only thg Iranian portion and over the duration of the amortization period.
Unless an extremely short tifme period is selected (e. g. five or ten years), the last problem 1s
unlikely to alter the annual cpst greatly, The principal difficulty is that an analysis of costs alone
e;'ades the issue of fundamental interest: what has been purchased?

There is evidence that a viable instructional technology has been developed, Is this tech-
nology applicable outside the Esfahan area® Will it reduce the cost of ‘producing' literate adults 1n
the future? If time answerg these queries in the affirmative, all of Iran's illiterate adults are
potential beneficiaries of the project's development investment, There seems as yet essentially no
evidence that 'functional literacy' represents a development strategy as well as an instructional
technology. 1If it does, px'e[sumably all Iranians, not just present and potential course participants,
are the beneficiaries of the investment made in Esfahan,

-4 !
8. Conclusion
This paper makes a distinction between 'formative' and 'summative' evaluation, The evaluation of
the Esfahan Project has been of the formey type. To date, the Project has been occupred with the
development of an instructional technology. ’I:his represents an important achievement 1n 1ts own
right and an essential intermediate step toward the attainment of the Project's ultimate economic

and social goals, 'Summative' evaluation - i.e. evaluation of these more ultimate objectives - can
S

!

and should now be begun, . : @
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. PLANNING AND INTRODUC:NG THE EVALUATION-OF THE
) EDUCATIONAL TELEVISION SERVICE IN THE IVORY COAST L

.

. by J.C. Pauvert

~

1. Objects of the programme &

R 1

Thelvory Coast Government has included in its Five-Year Plan 1971-197 3, the renovation and rapid

extension Of primary education. Having in fact decided that total enrolment for all children between .

SR 6 and 11 years should be reached by 1986, it has dra\vn up a scheme characterised by the sys‘tematic

, use of television; 1n 1980, 16,500 classrooms. the total now existing, will be equipped with rece,ivers
and will take 720,000 pupils. At that date daily programmes of seven hours will be put out for the

- bepefit of the six years of the primary cycle. Other programmes will be a’ddressed to young people

and adults, making television an instrument of continuing educatio. (with the support of other media

such as sound broadcasting and the presws). .

The object of this scheme 1s to remedy the existing weaknesses in primary education,
namely, the wide disparity in enrolment ratios between different regions (from 5 per cent to 95 per
cent), insufficient qualification of teachers, substantial wastage between the first and sixth year of
Pprimary studies, and maladjustment of curricula :mci teaching methods.

This I’L‘ducational Television Scheme is also designed tp give the whole population an instru-
ment of communication, a comon 1anguage, spoken and read by all, a means of continuing out-
of-school eflucat on, particularl,) Indispensable for primary school leavers who do not continue their
studies. Itis therefore set in the general context of a.cultural policy of natignal unification, aimed
also at intensifying the participation of the wliole population in natlonal devefopment, the main iines
of wthh as defined by the 1971-1975 Plan, are: the extension of agricultural modernization and the
hetterment of the countryside, the Tvorisation' of the economy, the orientation of the training .
mechanism so as to.give ever,body the means of adapting themselves to the needs of the economy
and social progress. by sharing in the national enterprise of transforining the conditions and modes ‘

&

. The use of television is explained by the fact that the Ivory Coast has a high quality tele~

of hfe thought and action.

vision infrastructure which, in 1973, will cover the whole of the national territory and which has so
. . " » .
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far been very much underemployed. This appeared-to be a means of ensuring both the sufficiently
rapid progress of basic education and the accelerated organization of out-of-school education open
both to young people and to adults. Furthermore; on the basis of existing experience of school

television in Niger, Salvador and Samoa, it seemed possible to take into consideration the educa-

" tional advantages of television: the presentatlon of concrete and no longer purely verbal elements,

the diffusion of good-audio-visual models, openness to the world, and the constant updating of the
terms, content ard methods of teaching; the unification of teaching, the generalization of the work of
specialized and highly qualified teachers for the benefit of the 'wholg teaching body.

This Scheme was therefore thought hkely to lead to an appreciable improvement in the
internal efficiency of primary educanon (particularly by the reducnon of repeating and drop- out)
and a better adJustmem of teachmg to the needs of development, )

“ 3

’ - LN

2. Organization 5] .
The introduction of the Educational Television Scheme wasg pr eceded from 1967 to 1969 by a number
of economic, soc1olog1ca1 educational and techmcal stuches. It was started in 1969 by the instal-~
lation of a 'telew.smn complex' at Bouaké, the second city in the Ivory Coast, in the centre of the *
country,” 400 km. from  Abidjan. ‘
This complex, which has no equivalent in other countmes and whlch is still housed in
temporary accommodanon, consists of: ‘

-a department for the training and refresher training of teachers consisting of a Teacher
Training College which tx:ains fuil-time teachers in three years w'th a view to becoming
headmasters, teac:hing advisers or to holding executive or specialist posts in the
Educational Television Scheme, and a pilot CAYFOP (there are seven CAFOP in the whole
of the Ivory Coast for the training oi;lordinar:,' primary school teac'hers, who are trained

. in one year). This training department is 2lso responsible for all r.efr~esher training of
serving staff (teachers, headniasters, educational advisers, primary school inspectors,
ete. ), ‘ ’

- a publications centre, \pro‘ducing printed material in support of television programmes.

- common services, esiaeciall): a research and inté,rr}al evaluation centre, associated “\Iith
an operations service which ensureg the rapid feedbacl%fron’l the television receiving
schools to the two production centres; a general and audio-vis)gal library (documentation

-

for all media) and a technical mamtenance serw.ce.

The personnel of this complex (educauomsts, produceg.s, studio staff-and administrative staff)

consists of experts supphed by external aid from a number of sources (Unesco, France, Canada)

and of Ivory Coast nanonals.
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* The complex, under the authority of a Director who is also an Ivory Coast national, comes
under the State Secretariat for primary education and teleVision education, associated yvith the i
Ministry of Education and responsible for all operations. The State Secretariat is also responsible
for & service for the installation and maintenance of receivers in the schools "and a publications
distribution service.
The Secretary of St;te for Educational Tele}rision has the benefit, in carrying out the whole
' of the Sch(gme, of the technical advice of a Scientific Consultative Commitee consisting of senior
specialists yvl}o can speak with authority in the fields of education, communications and educational
technology, selected by the Government from a number of countries (Belgium, Canada, United

i
States of Amer_ica, France, United Kingdom, and the Federal Republic of Germany). ,

O - .
the Ivory Coast in this large-scale undertaking, meeting in a group for the co-ordination of external

Finally, the representatives of governments and multilateral institutions co-operate with

aid, known as the Abidjan Club.

An essential characteristic of this project is that it is supported by extremely varied
sources; the World Bank, the United Nations Development Programme, Unesco, Umecef, the
European Development Fund, France, Canada, United States of America and the Federal Republic
of Germany, shoftly to be joined by Belgium and Italy, in fact take part in this exemplary under-
taking of .intérnational concerted action and assoc1ate themselves with the consxderable effort being
made by the Ivory Coast Government. From 1969 to 1973 the investments made in this operation
amounted t> more than 2 billion Francs CFA, external aid in operations (spec1a11zed personnel)}
amounted to 366 million Francs CFA for 1971,

a

/
\

3. Present position and prospective development

The Bouaké cormiplex was opened in October 1969, the Teacher Training College received a first
intake of 70 pupil-teachers and the pilot CAFOP recruited 120 assistant pupii-teachers. During the
same year, 1969.:1970, the first prodyction studios began t¢ operate. In October 1971, in accor-

~ dance with the planned timetable, 446 CP1 classes {first year of the primary educat'ion cycle)
equipped with television receivers, began to receive thé'\programmes 1(’four,10 to 20-minute
programmes a day) and to ai)ply new curricula.

. Each year, 500 new classrooms will be equipped and a new level of tha primary education
cycle will be affected by the reform and the introduction of television, going up to CM2 (sixth year of
primary’studies) in 1976-1977 by which date the number of television classes will have risen to .
10,000, \\;ith a total of nearly 450, 000 pupils. -

It is planned that in 1979, the 6.7 zige-group, which‘ will then include about 170,000 children,
will be admitted in full to the first year of remodelled television education, .and that within six years

thereafter general enrolment will be achieved.
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In parallel, the organization of out-of-school education activities should begin in 1372 and
should keep pace with the developnient of televised primary education

4. Evaluation of the Scheme

The need for evaluation

In the'phase of preparatory studies the principle of evaluation of the Scheme was laid down

In the first place, the Ivory Coast Government wanted to be in a position to assess the
effectiveness of the reforms introduced into its primary education. The 1971-1975 Plan should, in
effect, allow primary education to develop, without this effort prejudicing those who should benefit
in priority from secondary and higher education and training. This means that the aims laid down
for the Educational Television Scheme must be attained within the limits of the financial resources
provided and that the basic assumption of this programme (substantial improvement in the internal

efficiency of the system thanks to the use of television and better teacher qualifications) must prove
to be well-founded

~

In addition. part of this evaluation must be devoted to the permanent review of the system
- through the organization of regular feedback

%
*

Furthermore, the various bilateral and multilateral ‘external aid agencies engaged alongside
the Ivory Coast Government in carrying out the Scheme expressed the desire to measure the effects
of their co-operation and to see the justification bf their hope of finding, in this massive resource to
the technology of education, the solution to the problems rajsed by the generalization of basic
edu%flon in the developing countries at an acceptable cost

Ever since its first meetings, therefore, the.Consultative Group for the Co~-ordination of

» he Scheme (the Abjdjan Club) decided that continuous evaluation would be carried out and that, in
ordér to guarantee its objectivity, it would be fmanced by support from governments and mstxtuuons
not directly taking part in the Scheme.

The objectives of evaluatio,

This evaluation should, in this way, establish whether the Scheme has attained its objectives namely

- To give a better distribution to the education effort, so as to make the
primary school a factor in national unification, both cultural and economic,

- to link this effort to develépment projects, so that primary school leavers
can integrate themselves in a dynamic environment, for good reasons and
wiih advantage to themselves, instead of leaving for the towns,

- to improve the educational, and thergfore the financial, return on educa-
tion, so that as many pupils as possible whé are admitted to CP1 complete
the cycle within a normal time after acquiring the basic knowledge deemed
indispensable to the social and human betterment of all Ivory Coast
citizens, ;

1
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- to unify the remodelling of primary education by allowing the simultaneous
generalization of reforms of content and method, which could not be done .
even by a very substantial effort of refresher training conducted with
traditional means. Thanks to television, the results of educational
research will be applied very fast by the whole teaching body, a continuous
teacher-trz?mng college.being thus made a reality.

'\/Ieasurmg the results obtained in thege different directions am0unts to verifying the proper working
of the remodelled primary education system in liaison with out-of-school education, a system open
to the national environment (economic, social, cultural) and whose ultimate goal is the development
of that environment. ,

From this point of view, it must therefore be an overall evaluation ma\de in terms of
systems analysis at Ivory Coast level, with a view to assessing the impact of this systen{ on the
country.

But an evaluation of this kind is also an instrument for the execution of the Scheiue by
enabling continuous adjustments to be made in the various sectors of:

- management and administration,
1 - educational content and methods,
’ - - technology,
- economics and financing, and cost-benefit ratio.
It should also relate to the system as such, that is to say, as a combination of various means,
methods and techniques and the choice of a strategy for the introduct‘ioﬁ of innovations deemed

adequate to the objectives.

'Organization of the evaluation

In the light of the i‘oregoing, a great deal of trouble was taken to finLlise the organization of the
evaluation, and it is, in fact, not yet finished, though it is possible to set out the main linég_}y*e.

- A team responsible for overall {or synthetic or systematic) evaluation. This is also

regarded as the outside evaluation assigned to specialists provided by the institutions and govern-
ments which are taléing no d'rect part in executing the Scheme (United States of America, the
Federal Republic of Germany, and, probably in the near future, Belgium).

. This team at present consists of a permanent tegm-leab\cier and consultants from the Institute
for Communications Research (Stanford CUniversity), the Staats Institut fur Bildungsforschung und
Planning (Munich? and the experimental education laboraiory of the University of Litge. It is at
present completing the working plan for the whole of the evaluz;tiOn. It operates at the level of the
State Secretariat for primary education and educational television. It is assisted by the management
and administrative office of the Educational Television Scheme, also attached to the Statejj;cretariat,
‘which compiles a number of administrative and financial data.

- A research and evaluation unit, located at the level of the Bouaké television complex,

which is responsible for continuous educational evaluation, geared to the operational service, it is
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responsible for ensuring permanent feedback Letween the new television classes and the centres for
the production of television programmes and printed matter for teachers and pupils. The research

and evaluation unit and this operating service are also in contact with the training and refresher

training department of the complex.

. The elements of evaluation

‘Data on the management of the system. These data relate to the structure and functioning of the
v N - ,
system:

«

(i) Organization chart, information and administration circuits, legal
structure, links between Ministries (co-operation among services
concerned with the Scheme), co-ordination of external md

(ii) persofinel adm1mstrat1on, status; methods of recruitment, training and
advanced training;

. 7
(iii) programming and administration of all operations (relations between the

present system and the new system) and of the warious sub- -systems “
responsible training and refresher training, television and radio

! production, publiwations, installation and maintenance of the transmission
network and the receiving work, distribution of publications, research
and operating service, buildings and equipment; management of stocks,
equipment and premises,

(iv) information of the public about the pi'ogramme and its evolution,
: S - ' 2 /

T echnological data

They rela'te to the production, transmission and reception of television~ and radio programmes and to
the production and distribution of printed material and th;xs affect the television and radio pro-
ductions' centres, the publications centre, the equipment of the Ivory Coast Broadcasting Corpo-
ration, receiving equipment ir_{ the schools and all the equipment used fo_}‘ personnel training and
refresher training, both in the Bouaké complex and in all the CAFOP,

(a) Equipment used, suitability for 1ts purpose;

P '

¢
(b) effectiveness and reliability of use, full employmént of means;

(c) premises of the Bouaké complex (temporary buildings,

nent buildings); school premises (architecture and eqq
schools).

lans for perma-
ent of television

. Educational data

The evalg’ég\ion data in this field include those r'\'—\lating to:

(a) The degree of cognitive and psycho-motor development (the latter mainly
centred on manual and graphic motility, the evaluation of which is useful
for childien beginning to learn to-write);

(b) written and oral knowledge of French (the only language of instruction);

. {c) assim11at1on of mathematics;

9 \) ET 141
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(d) verbal interactions between teacher and pupil in.the classroom;
(e) behaviour and attitudes of pupils in class; / 7
(f) opinions and attitudes of teachers and parents;

(g) teachers' knowledge of the'subjects taught (especially French and
mathematics) on completion of initial training and refresher training.

The populations affected by the elaboration of instruments of evaluation are the pupils and teachers
who are completing one of the yeﬁrs of the pr'imar; cycle for the first time. In other words, this
evaluation is at present being undertaken for puplls and teachers who complete CP1, the first year
of primary schoohng in 1972,
The mstruments worked out will then be applied to the teachers and pupils of the ?‘ollowing
year. This operation gill lead to a better adjustment of the instruments to the real state o‘f affairs.
For the purpose of comparison, this action will be carried out with masters and pup'ils of

television a&nd non-television classes simultaneously,

Stages in the construction of instruments

An instrument of objective evaluation must meet the following requirements:

(a) The subject matter of the evaluation must be clearly defined {phases ot
the construction of tests, observation gmds, questionnaires;

(b) the instruments must be handled and the replies recewed must be
corrected as uniformly as possible (standardization phase),

(¢) the results must be interpreted on the basis of norms established by the
prior examination of a fairly high number of subjects which allows each
: of the answers to be sited within a statistical distribution (phase of
establishing norms);

(d) the data compiled must provide proof that the instrument really measures
4 what it is supposed to measure (validity study);

(e) the test must produce the same results each time it is repeated (fidelity

)
Qhe following procedure has been laid down:
DA preliminary sample establishes the cultural range and linguistic
capacities of the populations to which the instrument is intended to apply.
On the basis of this information, a first version of the instrument will be
worked out in the Laboratory of the University of Liage.,

To meet these requirements,

- Phase 2: A first application in the field to restricted samples will provide
information as to the manageability of the instruments and indications of
! the difficulties and discriminations of the items of the tests. Modifications
may thus be made and new items drafted. The mstrument will be com-
pleted by precxse instructions.

- Phase 3: It w111 then be applied to a representative sample. The analysis
of items, establishment of norms and fidelity calculations will be carried
out at the University of Liége. This last phase will he repeated in the
event of unsatisfactory results. The validitk of the instruments
constructed will also be siudied. N

- Phase 4: The instruments are now operational and can be generally applied.

SRR §7c
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Training of staff responsible for applying the instruments and using the
information

Concurrently with the finalisation of the instruments, staff will be associated with. the various stages
of the undertaking. In this way, on the expiry of the three years set aside for the construction of
the instruments, they will be able to use them (tests, compilation.of data, coding, processing,
analysis of results). . g . ]

It is nevertheless necessary to provide for the speclalization and training abroad of certain
Ivory Coast nationals, who will be called upon to take over from the experts. The Exgerimental ~

Educatlonal Laboratory might assume responsibility for this specialization. &

Financial and economic data .

(a) They relat® to the state of expenditure and audit relating to all operations of training and
refreshér training, television and radio produétion, pubhcatmns, transmission and
reception, feedback, research and evaluation, as well as to the funct}omng of the '’ b

primary schools and school inspectorates and of the central services. They cover both

capital and recurrent expenditure, including the various external aids, but identifying
them clearly. )

~ “ (b) They should make it possible to c31eck or confirm the cost estimated made when the
Scheme was formulated, and the regular updating of this Scheme.

(c) They should also point to possible savings and provide the Scheme Management with
elements of decision on this subje(ct as well as estimates of the national budget and
external aid. ) :

. (d) Finally, these data should make it possible to establish unit costs per teacher and per ‘
pupil and their various components Ef. point (a_)7 in the light also of changes observed
in drop-out and repeating.

(e} In addition, economlc and socio-economic data relating to the impact of the system on
the nat10na1 emnronment should be cumpiled (the relation between the penetration of
cducatlonal television and local development, ways in which this teaching is integrated
in the active life of pupils, etc. ). *

(f) The foregoing data should be used for an approach to cost-benefit analysis.

v

QJ 5. Overall evaluation of the system
On’the basis of the various sectoral evaluations set out above, and of their synthesis, the oyerall

. s, . - vy
evaluation team is responsible for determining:

< 143 . "
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(a) For the national auth&lv’.ties, the elements of decision which <7ill enable them to
establish, pursue or modify the strategy for the conversion to the educational television
system (both in-school ana out-of-school); to adapt the management of this system to
the need to obtain an optimum cost, as well as to the qualitative and quantitative results
hoped from the reform of primary education and the organizétion of out-of-school
education, ) ! ’ '

In systems analysis terms, overall evaluation should integrate the various data obta.ined'

at the following'different levels, in the light of their relevance to éach of them, and ift

such a way that all the qperations carried out are self-consistent and consistent with

the general education policy defined by the government and that continuous feedback is

ensured between the implementation of the policy and the higher levels of programming

and policy.

General policy . . determination of
«  objectives recognized ¥ | education policy
‘ restraints imposed oA
Needs and resources R f
of subsystems and ' programming
of the system y N

\ -

+

Flow of material
Flow of information . ’ ‘ processing
Flow of decisipns 1N

. AR
N

implement\a7ion of

policy

-

(b) For external aid agencies, which are interested in thg-first as;’)ec s of evaluation, the
elements of decision which will enable them to extend the Ivory Chast experience to
other countri,es who want to apply these solutions, either retaining the same strategy,
the same plan of a?tion and the same_‘type of personnel and equipment, or modifying them

. so as to remedy any defects or shortcomings observed.
[
|

[
i

6. Evaluation of the evaluation

The overall evaluation group should apply a system of self-evaluation which jwould enable it
constantly to adjust its methods, as well as to study the use made of the results of its investigations.
It will be helped in this, as it has been in drawing up- its working plan, by the Internatiorial Scientific

Consultative Committee for the Educational Television Scheme and the consultative group on the

»
,

o-ordination of the Scheme.
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STATISTICAL RESEARCH ON INTERNAL EFFICIENGY OF
. SCHOOL SYSTEMS

-
A

by G. Carceles

N
- > . 5

Introduction . :

There is no longer any doubt as regards the need for systematic evaluation of school system functions.
This obviously implies the quantxhcatlon question, even in those cases where the points to be eva-
luatéd appear to be mainly quahta?v

The evaluation exercise aims at providing some kind of objective evidence of accomphshment
in terms of outputs and to set this against the cost of the inputs. This process implies a quantifica-
tion of goals and targets against which progress may be measured and effectiveness evaluated_l_/.

The present paper will review very briefly the essentials of work u.ndertak,en by the Office
of Statistics of Unesco - in close co-operation with interested Departmélts and in consultation with
the IIEP - to evaluate the patterns of internal efficiency of educational systems so as to 1dent1fy their
major bottlenecks with an action- or1ented approach, by suggesting simulation. exercises enabiing the .

.

policy- mekers to estimate the 'price' and results of given measures. ¢

Three mdin phases can be identified in this task: (1) The preparation of the statistical
aspects of the 32nd session of the Interhational Conference on Education (Unesco/1BE, Gﬁcncva,
July 1970); (2) Pladning the implementation of the statistical aspects of the Recommendations adopted
by the ICE., (3) The follow-up.

A, The 32nd session of thel.C.E,
The Internatxonal Conference on Education at the end of its 32nd Session (July 1970) adopted its

Recommendatxon No. 66, entitled "Improved effectiveness of educatxon systems, particularly through

reductlon of wastage at all levels of instruction" in acCordance with the terms of reference of the

\
Conference.

1/ United Nations Institute for Training and Research "U,N. development
aid, criteria and methods of evaluation" New York, 1971,

) . v
1‘ x 5 k!
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The Technical Commission discussed this topic and had before it a-working document
"The Reduction of Wastage in Education” (document ED/BIE/CONFINTED 32/4) z{nd‘a.rgference
paper "The Statistical Measurement of Educational Wastage" (document ED/BIE/CONFINTED 32

Ref 1). The reference paper was the result of a survey undertaken by the Office of Statistics in
1969, with a view to evzﬁuating the combined and separate effects of repetition and drop-out, as
factors of educational wastaée, and their incidence in the internal ef;‘iciency in educational systegns.
It should be emphasised thg.t this was the first attempt towarcis the study of this very serious pro-
blem at the international level, It‘is worth n-iing also that the statirtical paper took into considera-
tion the points raised during a meeting of experts on educational wastage, convened by Unesco and
the International Bureau of Education in Geneva from 10 to 14 Nov,ember 1969 and at which a working
paper stated the conceptual framework, assumptions and 1imitation§ for the evaluation of educational
wastage. .

The 1969 Survey included all Unesco Member States and their territories. 148 replies were
received but only 58 of them provide\d data on'-a complgte enough basis to allow their analysis.

The study's main aim was the applied presentation, in national terms, of a series of me-
thods and techniques leading to the statistical measurement and localization of drop-out and repeti-
tion, thus demonstrating the paramount importance for the planning of an efficient organization of
national educational statistics. The main feature of this work is the derivation oi\a set of indicators
of internal efficiency - related to each country's educational system - and treatmg separately each
level of education as well as the two cycles of the second level.

Two major results appear in this study: (a) There are two quite distinct features of wastage -
namely repetition and drop-out - and they sometimes work in very different directions. Separate
profiles for both repetition and drop-out are thus essential for meaningful system analysis as well
as for the evaluation of the cost of wastage, here studied in non-monetary terms, (b) The grouping
of countries according tG wastage patterns is ofte~n questionable, as the indicators derived have a
concrete meaning when considered within the context of their own educational structure and should
be very helpful if used to compare different reg.ons or zones within a country, but would require
attention if they had to.be used for in‘ter-:country conibarisons. L .,

Among the main items of the ICE., Recommendation appear the statistical studies to be
carried out in this field with reference to the methods used in the 1969 Unesco Survey. More spe-
cifically, it is stated:

’ "Further studies should be undertaken, using the case-study methods at national level and
and with international assistance. If possible, Unesco should take the lead in promoting these

studies, in which regional educational offices and centres could take an active part. The studies ,

should deal with the followmg points, the work done by the various regional organizations bemg

taken mto account; 1/' 6
A
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(a) How to achieve greater accuracy in the collection of data;

(b) How to check the reliability of wastage indices and of the deductions to
be made from them;

(c) The elaboration of techniques for the assessment of wastage in school
systems without repetitions or drop-outs;

(d) Elaboration of indicators of wastage for the purpose of simulation on
the basis of alternative hypotheses; '

(e) The nature and incidence of wastage in higher education, "
It is evident that this step forward aiming at the analysis of the educational syste.m with a flow-
oriented approach rather than the purely stock situations, raised a set of reservations. Some of

those reservations are conceptual; others question the vali;iity of the probabilistic model.and some
of its assumptickx Nobody questions, however, the value of identifying as explicitly as possible

the characteristics'of educational wastage, i. &. the patterns of repetition and drop-out in an edu-

cational system and their influence on the actual costs. ‘
Ih fact, the search for a more efficient utilisation of means implies greater intake pds-

sibilities without extra outlays This simplified statement is based upon the current fact of high

holding power (theoreticall}iositive) meaning disguised failure (i. e. repetition).

Whether repetition is an ill or not, whether drop-out is or is not an indicator of mal-
functioning of the system at a giken stage are value judgements out of the purview ol statisticians.
It is up to the educators and planneis to qualify under specific conditions the n;e&.aningaof these
phenﬁena, in some cases at the uvael rather than on an aggregate basis.

In other words, it s};ould be repeated that any statistical analysis of educational efficiency

3

must bé gearéd to a set of tests allo;'ving 5 better insight into the problem of a comparative evalua-
tior‘;of(:le output from the educational system, at its various stages, considering both 1ts optimum
capacity and any existing plans or programmes on this' subject.

Thus for instance, drop-out in a given’grade may be a very logical result in cases where
the relevant schools do not go beyond that grade. On the other hand, drop-out or repetition could
indicate the existence of one or more critical points determining a deficient working of the educa-
tional system Whether the factors are internal or external will bfa found only whenp its r;xagnxtude
and location are established. Again, we have to repeat that the conclusion depends upon the yard-
strick used, i.e. existing objectives z;nd limitations.

It seems pertineqt to state that studies on efficiency should cover not only the formal
network of the‘ educational system but also the increas‘ingly important out-of-school facilities, to
correctly assess the meaning of educational attainment of any population, in a development context.

The above point is based upon a broader coverage of the data collection system if and.when
the countries themselves are able to provide such data. ;_n this connection, the accuracy and relia-
bility of the data (Point (a) of the statistical aspects of thé ICL recommendation quoted above) are
essential for any correct analysis of the problem and are the major concern in the Statistical

Office's plan of work. . 1,1 7
~
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There is, moreover, an increasing awareness of the need for evaluation of school efficiency
at the unit level with a view to clarifying the bases for internal imbalance which may not be evident
when averages are computed. Here, as in the case of the studies launched to assess.differential

patterns by regions or zones within a country, the main problem is the receipt of the consistent and
reliable statistical data.

B. The implenientation of the ICE recommendation

Three of the four remaining ppints in the statistical aspects of the Recommendanon appear to permit

some immediate work, namely:

{b) Checking the reliability of wastage indices and of the deductions to be
made from them; . .

(c) Elaborating techniques for the assessment of wastage in school systems
without repetition or drop-duts;

(d) Elaborating indicators of wastage for the purpose of simulation on the
basis of alternative hypothesis.

As for the last point, (e) (the nature and incidence of wastage in higher education), it might be

‘thought that only sampling studies in the field would be adequate. .

In order to consider the next steps to be taken for the implementation of the statistical
aspects of Recommendation n® 66 ado;;ted by the ICE (32nd session, July 1970) an expert meeting on
the Evaluation of Internal Efficiency of Educational Systems, was organized by the Division of Statig-
tics on Education, at Unesco Headquarters from 17 to 21 January 1972 1.

Besides the continuous staff work on the above points, three maJOI‘ tasks were undertaken
by consultants with a view to the development and verification of some of the methods and assump-

tions presented at thel C E in the reference paper mentioned. This is particularly applicable in

" the case of Mr. Berstecher's 2/ and Professor Hellwig's 3/ papers on simulation and prediction of

wastage, réspectively‘ Rrofeséor Brimer's y paper deals with the improved identification of

wastage events. ‘

_j Unesco, Summary of conclusions, expert meeting on the evaluation of
internal efficiency of educational systems, Paris, March 1972,

2/ Berstecher, D,, "Costing educational wastage", December 1971
(Expert meeting on the evaluation of internal efficiency of educational
systems, Paris, 17-21 January 1972),

3/ Hellwig, Z,, "Wastage prediction method", December 1971 (Expert
meeting on the evaluation of internal efficiency of educational systems,
Paris, 17-21 January 1972)

_¢_1_/ Brimer, A., "The quannhcation,of school events related to educa-
¢ tional Wastage", December 1971,

1418
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The simulation exercises referred to in the reference document put before the ICE by the

Unesco-Office of Statistics are the main topic of Mr. Berstecher's paper ("Costing Educational

Wastage - A Pilot Simulation Study') which after reviewing the basic concepts on costs of wastage

and criticising the conventional approach, develops a simple simulation model and presents a set

of strategies ('cost-neutral', 'medium-costly' and 'cost-intengive') on alternative bases.

Two-major points are investigated in Profess',or Hellwig's paper ("Wastage Prediction

Method"): . o .
(a) How accurately is the real flow of pupils‘ re-constructed by the °
Standard Model of Educational Wastage?

Clearly, if the probabilistic flow constructed by using the observed promotion, repetition and drop-

-

“

out rates were close to reality, the margin of error observed in simulating the actual facts (let us

say, past enrolment at the various grades) should be negligible. The three methods presented by
Professor Hellwig lead into such an accuracy of prediction that they confirm the basic hkelihood of
Work undertaken in this field. The application to the case of Colombia (the availability of data was
the criterion for choice of this country) showed very low margins of error.

{b) To what extent does failure or success in a given grade in a given

year depend upon previous performance?

" On this very important point - actually until new at the heart of the weakest aSSumpti'on in evaluating

wastage: the homogeneous behavioural pattern of all pupils enrolled in any grade which assumes that

all pupils in’a grade, whether repeaters or not, have an equal potential for ref)eating that grade
Professor Hellwig recommends an independence test to determine differential patierns of promo-

tion and repetition according to previous performance. In other words, the test aims at measur-

ing the successive behaviour of repeaters and non-repeaters, by grade.

Data allowing the application of the test were made availaLle in the last few weeks for Chad
The data covered the total of pupils enrolled in the last grade of first level [or three consecutive
year (1967-68, 1968-69 and 1969 -70) and distributed by age and sex and with detail of date of ‘
entrance tp each grade (i, e. their school career). (Itis to be noted that since that population
covered only pupils reaching the last grade, the conclusions to be drawn might not necessarily be
valid for the overall enrolmen., including pupils dropping-out).

The preliminary work undertaken by the Secretariat leads to the following conclusions for
Chad durmg the period under consideration:

(i) Promotion and repetition are independent events in whxch the latter
does not affect the former. -

(i) This feature is valid for all gvades, whatever the age or the sex of
the pupils. .

Moreover, a functional relationship was found between the age of entrance of pupils and their suc-

cessive repetition rates, indica{ing higher rates ir. the case of pupils joining school at the early_

ages and decreasing consistently as age increased,
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, In 3 a dlfferent way, another step forward in the determination of the vahdlty of the assump-

tion on homogeneous behaviour was possible with data from Colombia. It is necessary to stress

< that the chance of having the requlred information from this country is most fortunate since it will

allow the comparlson of beha\nour by age/ grade against flow analysis as included in Professor

¢
Héllwxg s paper = Thus thé data available (Enrolment by age and sex for 1966 and 1967 with indica-

tion of newcomers) for first grade, allowed the derivation of an overall repetition rate and the

.

breakdowﬁ according to the ages It should be recalled agaln that these data are of a different type
from the school career data of pupils in Chad. !

5
In ;he~case of Colombla, for the years gtudied, the main conclusions are:

: (i) Repetmon differs according to ages. Pupils entering at 7, 8, 12 and
' . 13 years register rates below the average, while at 9, 10 and 11 the

. rates are much higher. The peak is reached by pupils entering at
. 11 years. >

(if) There is no difference in the pattern by sex.

(iii) More than 50 per cent of the repeaters ‘enter school at 7 or 8 years.

The above conclusions are highly significant and seem to confirm the hypothesis of homogeneous

. behaviour by compensation, as.in a case like Colombia where the aggregate rates lead to a predic-

tion of survival by érades with a rather«negligible margin of error.

1y

The concepts debated by Professor Brimer in his paper ("'The Quantification of School

»

Events Related to Educational Wastage" ) are based upon the optimum disaggregation of data for

relevant decision-making. The paper presents a model where wastage factors are classified on

specific bases so as to assess efficiency at 'ts various points and directed towards achievement
evaluation. :

*

3 It is to be noted that most of thd parameters in the model could be estimated only if:
| (a) Some type of cohort coding method is introduced and,
(b) two data collection points are fixed yearly.

‘The model could contribute to the more refined evaluation of _wastage and the relative 1mportance

; of its factors and would be parncularly useful in the case ofvachool systems withouf:repetitions

LR

4i.’e. with automatic promotion). . ? ‘
In addltmn, the paper dealt with the critical question of how one can distinguish between
the profltable and unprofjlable investinent of time per pupil. Another important feature is the

consideration that the productlon of estimates of wastage and inefficiency must relate to the edu-

cational action which ought to follow through the medmm of policy decision. "To know that wastage

is high at a partlcular level is'not enough, unless it also locates the specific sector of the system
[ where it occurs in such a way that action can be taken". 5
|
|

-
Y
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/

Two major areas are covered in the conclusions from the Expert meeting _1_/ as follows:

-~

1 The improvement of indicators and analyses to be derived from the
-~ type of data currently available.

2. The need to obtain a more detailed and comprehensive effic‘iency mea-
sure. ;

-]

. As regards item 1, the following conclusions were established:

o~

(a) The basic plausibility of the assumptions being adopted for the con-
struction of cohorts on the basis.of observed rates was admitted.

(b) The considerably bettet insight into the internal functioning of educa-~
o tional systems provided through flow analysis ag opposed to ""apparent
methods" was recognized and the misleading conclusions led to by the

latter emphasxzed 4

(c) The need _for sﬁpplementary indices was expressed as well as for the.
devising of typclogies of wastage profiles. The need for investigation
of the causal aspects, particularly social backgrounds of unsuccessful
pupils, teachers' qualifications and available facilities, was empha-

. ) sized. In this connection, the convenience of studies aiming at com-
- paring different zones, districts or regions insids(country was
stressed, taking into account the existing constraffits and limitations.
. ? These studies should lead to a typology of countries accordmg‘to their
efficiency features.

(d) The interest provided by the simulation work on costing wastage ‘was

’ underlined and the desirability of application to more refined situations
-recommended. The cost of measures to 1mprove efficiency was deemed
deserving of careful investigation.

(e) The part1c1pants expressed their appreciation of methods of predicting
* . wastage" both as verification of the correct reconstruction of school
) cohorts and as forecasting tools. Several improvements were, however,
. suggested, ‘especially the ronsideration of the rate of increase uf the
) ¢ N number of newcomers entermg the system in relevant cases

“« 7 In connection with item 2, the improvement of detail and coverage for a correct evaluatioh of

n"mzeney ine main points discussed were: e

(a) The need for a closer identification of wastage events was underlined.
. In this connection, the evaluation of effectiveness of the educational
" , system at the dxfferent stagés and levels was judged to be of paramount
importance. The establishment of enrolment flows through the various
cycles, including drop outs within t* = school year, appeared highly
'desu'abl\e e

(b) The chs}deranon of certam parameters, .so far not available (such as
mortality, transfers within the system, temporary mterrupnon and

later resumption, etc.) were recummended.
/

_1_/ Unesco, Summary of Conclusions, Expert meeting on the cvzluation of
« 7 { .internal efficiency of educational systems, Faris, March 1972,
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(c) The identification of transition patterns between the various cycles and,
. - the efficiency features.in-higher education were judged to call for special
sampling studies in selected countries. :

.

(d) The analysis of school careers. )

C. Follow-up
Three major'steps are the main recommendations from the expert meeting:

" (a ethodological studies should be undertaken with a view to reaching an
acceptable precision of diagnosis in those countries where the minimum

) required data are not available at present. Thus margins of error bét-

o , ween actual flows, reconstructed cohorts and apparent methods should

be estimated by using enrolment by grade only and also by using age
data when availablé. A

. ‘ (b) Case studies should be undértaken ‘specially oriented towards the testing
of some simple cohort coding system.

(¢c) The above studies should permit the checking of indices derived by cru-
, der methods and th€ estimation of their level of accuracy. Factors such )
\ as availahility of places and successful completion should be taken into
ags:gf{i)unt in these exercises.
g N
2 -

h . C(;ncluding remarks

N

The importance of agsessing the internal efficiency of an.educational system cannot be overempha-
sized Beyond the inter ; t]‘pﬁ%na&ysing the present and past working of the system: and thus eva-
luating performance and ineffi;'gient critical points, such an analysis is crucial 1f one wants to ha've |
a look into the future - fo_\r instance to predi'ct the implications of given change in educational policy
in terms of potential intake and‘ output at various stages. .
This is precisely the type of problem being faced at present by Unesco Office of Statistics

Wwithin its Education Projections Programme. A major problem is the determination of specific x

A R e

coefficients of educational survival and transition to reconstruct the trends within the system. The

data re,uired (enrolment by grade, sex and age and repeaters by grade and sex) is made available

by a relatively large number of countries but there is evidence that statistical data essential ior a
_proper, appraisal of the|efficiency pattern could be obtained in other countries and also for supple-

mentary aspects of this\problem, provided that resources are allocated and personnel are trained

for this purpose, )
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